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ABSTRACT 
A behavioural Remedial Intervention programme was directed at enhancing the literacy 
skills of three children, aged 9-l 0 years, over a total duration of 24 weeks in the home 
setting. Monitoring of progress occurred in both home and school settings. A small-scale 
multiple baseline repeated measures reversal intra-subject experimental design was 
employed in a study involving three children experiencing difficulties in learning literacy 
skills. Remedial Intervention involving 'scaffolding' was initially instigated by the 
researcher, who gradually phased out his direct participation, in favour of increased 
participation by the parents. A co-operative partnership between home and school was 
developed to facilitate this transition. The study incorporated a range of behavioural 
techniques, including positive reinforcement, meaningful contextual learning, appropriate 
feedback, self-control training, reciprocity, integrated learning and the fostering of 
responsive social contexts for learning. 
Results indicated definite enhancement of the children's literacy skills, which were 
generally maintained over time. Notably, improvements in reading age were apparent, an 
increased rate of writing, as well as improved spelling ability. The children also improved 
their rate of 'on task' responding in the classroom setting. Improvements in children's 
performance continued to occur when the parents were directly involved in Remedial 
Intervention and continued further when they assumed complete responsibility. 
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CHAPTER ONE: INTRODUCTION 
A. ON A PERSONAL NOTE 
My interest in children with learning deficits was kindled early in my primary teaching 
career by the presence of a particular child in one of my classes. This child, whose name 
was Lisa, was in Standard 3 (Year 5). She was considerably behind the rest of her 
classmates in all curriculum areas. According to her progress card, she received a rating of 
four or five for each curriculum area. According to this five point system, comparison with 
her classmates indicated her overall academic achievement placed her last in the class. 
Lisa's academic standing was, therefore, of concern. Yet, she needed more one-to-one 
individual attention than the demands of a busy class allowed. Therefore, classroom contact 
time was extended on a voluntary basis. With the support of Lisa's parents and the 
Principal, an "After School Club" was commenced. Any child in the class was welcome to 
attend, although Lisa was the primary focus. The "club" was held virtually daily, and was 
of 45-60 minutes in duration. Every effort was made to ensure that the learning activities 
were enjoyable. The "club" became popular with several children, besides Lisa. Various 
methods were used, incorporating both word analysis and whole word procedures. For 
example, words were examined and the pupil was made aware of their beginnings, middles 
and endings. Also, a lot of reading occurred. This included Lisa reading to her teacher and 
vice-versa 
At the time, one aspect that I was strongly aware of was the positive attitude of Lisa's 
family. Her parents were very concerned about their daughter's academic difficulties and 
most supportive of my efforts. In addition, Lisa's older sister (aged fourteen) was keen to 
help and also attended the "club" after her school day was over. Her assistance could be 
described as peer tutoring, because she worked to assist with her younger sister. 
At the end of the year Lisa went into another class with a different teacher. About 
eighteen months later, I spoke to Lisa's current teacher (by this time I was at 
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another school). The teacher described Lisa as now being an "average" pupil, in regards to 
her academic standing, compared with peers of the same age. I was pleasantly surprised at 
her improvement, but had no reason to doubt this current assessment by a very experienced 
teacher. Hopefully, in addition to the advantages of currently having a capable, experienced 
teacher, the earlier extra after-school tuition played a role in Lisa's academic recovery. 
The study that was eventually conducted for this thesis, bears little resemblance to 
the various activities devised to help Lisa or other children I worked with (The "club" 
was used in other schools I taught at). However, I can recognise the rudiments of some 
relevant aspects of my later study. For example, I gained the distinct impression that 
parents represented a huge, virtually untapped, resource of one-to-one tuition of their 
children (especially if their children were experiencing academic difficulties). The 
outline of the partnership concept had now occurred to me. 
At this early stage of my teaching career, I was aware of the social costs to children, 
like Lisa, if they did not catch up to peers of their own age. It seemed that such 
children became caught up in a "vicious circle." Such children became demoralised by 
their predicament, which is worsened by the negative reactions of certain insensitive 
classmates. The reduced self-esteem meant that these children would not work 
optimally, which lead to a continued loss of academic ground. They would feel worse, 
and even face negative peer reaction; a vicious circle was perpetuated (Oay, 1985). 
Therefore, the children had to be encouraged and praised for any progress or effort, 
which was a commensurate part of the "club" and, later, my study. 
B. CURRENT EDUCATIONAL ISSUES 
Since the advent of Tomorrow's Schools (Department of Education, 1988) there have 
been wholesale changes to the organisation of education in New Zealand. For reasons of 
brevity, the writer will examine just one representational example, the new Curriculum 
Framework (Ministry of Education, 1991) and associated documents. However, firstly, the 
writer will comment on the genesis of the original reforms, as applied in our schools. 
The founding document was the Picot Report (1987), Administering for Excellence, which 
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presented various reform intentions and safeguards. Yet even a cursory examination of the 
reforms as applied, indicates discordance between specified reform intentions and the 
applied reality. One example of this discordance relates to the role of parents, and deserves 
mention. 
The Picot Report clearly stated that a major aim of the reforms was to empower parents, 
who were meant to have a greater say in their children's education and schools. Yet an 
examination of any school charter reveals a certain homogeneity. Specifically, they are 
virtually identical, consisting mainly of Ministry of Education directives. The so-called 
"local goals", which could reflect more parental input, are little more than a footnote in 
terms of text. Peters (1995) has commented on a progressive attenuation of parent's input: 
While alluded to in theory, the principles of participatory democracy soon 
wilted in practice, as many of the democratic forums which were originally 
part of the reforms were progressively stripped away ... (p.35). 
As regards, for example, the new Curriculum Framework, the reforms were: " . ... morem 
the tradition of centralised control towards specified goals" (McCulloch, 1991, p.20). 
Snook (1997) has referred to much of the reform process as undemocratic, because the 
original intention to increase the input of parents (Picot, 1988) has been progressively 
undermined. 
Upon the current National Government's assumption of office (1991 ), the exclusion of 
parents from any real power was soon virtually complete (Snook, 1997). Also, safeguards 
inaugurated by the original Picot Report (1988) were eliminated. Significantly, the Parents' 
Advocacy Council was abolished (in 1991). 
It is obvious that a building which has been established on an insecure foundation, is 
likely to be suspect. No one would expect that a body charged with reforming economic 
management in this country would have greater representation by (and be headed by), for 
example, teachers, than by economists and accountants. Yet, this is exactly the scenario 
which ensued when the original educational reforms were being devised prior to 1984. 
Educational interests were under-represented in the reform process, while Treasury and 
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business interests were inordinately represented. Regrettably, as Olssen and Matthews 
(1995) report: "... there was now little room for educationalists to assist with the 
determination of policy as they had done in the past" (p.4). They continue: "From 1984, 
the influence of education advisers and teachers was sharply diminished" (p.4). 
The question has to be asked; how did this extraordinary situation arise? It is well-
documented that Treasury and business interests, characterised by the term "New Right" 
(Snook, 1997), had the ear of the 1984 Labour Government. In fact, their views held such 
sway that the then Minister of Education (Russell Marshall) recently revealed that these 
'busnocrats' had plotted his overthrow (Peters, 1995). He was too pro-education and 
insufficiently impressed with New Right philosophies to be tolerated. The New Right 
interest groups were suspicious that teachers would pursue their own self-interest, which has 
been described as 'provider capture' (Sullivan, 1997). Therefore, this new power bloc used 
their considerable influence to ensure that educationalist input was minimal to say the least. 
The lack of educationalist input is readily apparent when some of the statements of the 
New Right are examined. Their statements are often patently untrue and reveal minimal or 
no knowledge of educational research. Two examples should suffice to demonstrate this 
point. Olssen and Matthews (1995) cite a 1987 Treasury report: "Increased expenditure in 
education does not necessarily improve educational standards ... " (p.1 ). The report 
continues that the education system: " ... has performed badly despite increased expenditure 
on it" (p.1 ). Of course, no research evidence was cited to back up these assertions. 
However, there is research evidence which contradicts these claims with respect to both 
educational standards and the supposed increased expenditure. 
A number of years before the reforms, Thorndike (1973), cited by Smith and Elley 
(1994), reported the results of a comparative study whereby New Zealand was compared 
with fifteen other countries, with respect to reading comprehension for youngsters aged 14 
and 17-18 years. The New Zealand mean scores on the survey yielded the highest ranking 
of the participating countries, for both age samples. So much for declining educational 
standards. More recently, Smith and Elley (1994) commented on a similar study in 1991 
(Elley, 1992; Wagemaker, 1993): New Zealand children achieved a high ranking out of 32 
countries in a survey of reading-literacy. Specifically, the 14-year-old children were ranked 
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fourth and the nine-year-old children were ranked sixth. These rankings, although 
impressive, are suggestive of a minor loss of ground. It may be worth noting that this minor 
loss of standing has occurred after the advent of the reforms! Smith and Elley (1994) 
comment that the New Zealand children received the smallest amount per capita of money 
spent on their education than any of the thirty-two countries. Once again, the Treasury 
report would seem to be incorrect. Smith and Elley did not comment on relative 
expenditure at the time of the earlier survey and the writer assumes similar expenditure at 
the time of both surveys. However, if the per capita amount has fallen, relative to other 
countries, then this is a further indictment of the reform process. 
The reforms initially targeted primary and secondary school, but more recently tertiary 
education has been included. It should come as no surprise that the Todd Taskforce (1994) 
was headed, not by an educationalist, but by an accountant (Stephens, 1997). 
As a consequence of this unsatisfactory background, it is not surprising that many 
aspects of the reforms have been criticized, notably by prominent educationalists. There are 
many examples of such critiques including the New Zealand Qualifications Authority or 
N.Z.Q.A. Policy Reforms (eg. Roberts, 1997) the Educational Review Office or E.R.O. 
(Thrupp 1997), the impact of the reforms on tertiary education (Gordon, 1995) and on 
Maori people (Johnston, 1997) to mention just a few examples. However, the writer will 
confine his comments to one representative example, the new Curriculum Framework and 
associated documents. 
As with most of the post-1984 reforms, there are concerns about the genesis of the new 
curriculum documents. Once again, prominent New Zealand educationalists were 
overlooked and an American Professor at the Harvard Business School (Michael Porter) 
was appointed to direct the so-called Porter Project (Crocombe, Enright, and Porter 1991 ). 
Ignoring (or unaware of!) this country's worsening social climate (for example, increased 
unemployment and poverty), the Porter Project decided that the existing curriculum 
documents focussed excessively on social issues and needed to stress the preparation of 
children for a competitive world (Peters, 1995). This question has to be raised: Would a 
non-educationalist, with no experience of this county, especially in regard to its education 
system and socio-political milieu, be the optimal person to oversee such crucial reforms? 
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Not surprisingly, there is also the suggestion of bias in the evaluation of the new 
Curriculum Framework. Apple (1995) cautions that the new curriculum documents 
represent the: "politics of official knowledge" (p.28). Some theorists have claimed that 
skill receives inordinate emphasis at the expense of knowledge or understanding and that 
this reflects a New Right/business bias, because: " ... skills can more easily be related to 
individual performance and thus more easily measurable than knowledge or understanding" 
(p.41 in Peters, 1995). Marshall (1992) considers that this three-way differentiation in the 
documents is somewhat artificial and that these three elements cannot be separated from 
each other, in reality. (The writer tends to agree, incidentally). Marshall, in fact, is aware 
of an even more general fragmentation, which he describes as busnocratic fragmentation of 
principles, skills, learning areas and assessment. 
Another issue is whether the new documents are especially 'user friendly' for teachers. 
After all, these are the people who have to implement the reforms. Once again, there are 
concerns. Hood (1997) relates an interesting and revealing anecdote. He was observing the 
class of a somewhat harassed teacher when this incident occurred: " 'Do you want my 
opinion of this book?' she said, waving the English Curriculum in front of my nose. 
'Rubbishll -that's what it is'. 'The book hit her desk with a resounding crash" (p.6). It 
transpired that she did not fully comprehend some aspects of the document. The writer 
suggests two possible reasons for incidents like this one. Firstly, sheer overload; too much 
to read and absorb, insufficient time for comfortable assimilation and too much new jargon 
to wrestle with. The second reason is closely linked to the first: there has been too little 
development input to ensure successful and less stressful implementation of the documents. 
Hood comments: " ... if implementation of the English curriculum is going to be successful, 
money must be spent on quality staff development" (p. 7). Eventually, some revision will be 
needed to reduce (amongst other changes) the size of the documents. For busy teachers, a 
more concise coverage of the curriculum material is desirable. In fact, the documents, in 
many instances, only provide a comprehensive coverage of all aspects of relevant class 
progranunes if read in conjunction with accompanying handbooks (even more to read and 
assimilate). As things stand, have all teachers in the country managed to find time to read 
all pages of all documents, let alone mastering all aspects? I suspect not. 
7 
There are concerns regarding the specified assessment techniques, as outlined in the 
documents. Underpinning the assessment regime is the dubious assumption that more 
assessment will somehow yield better education. Codd, McAlpine, and Poskitt (1995) put it 
thus: 
The basic assumption of all these claims is that more extensive amounts, and 
more systematic forms, of assessment will produce higher standards of 
achievement. Mysteriously, assessment is being promoted as an educational 
panacea (p.33). 
Yet, in the classrooms many teachers grumble at the assessment load and claim it 
detracts from more meaningful teaching tasks. The sheer volume of expected assessment is 
time-consuming and tiring. 
An examination of the actual nature of the rather rigidly prescribed assessment 
techniques raises still more concerns. There is a strong emphasis on criterion-referenced 
assessment at the expense of any other methods, including norm-referenced or standardized 
assessment. This is not to criticize the undoubted importance of criterion-referenced 
assessment, but rather to question the lack of balance. The criterion-referenced assessments 
are useful, but need the complementary balance of standardized methods to objectify 
learning or provide numerical precision (Crombie, 1995). In other words, the two methods 
are complementary sides of the assessment coin. Certainly, the assessment of special needs 
children for diagnostic purposes is not well-served by using only criterion-referenced 
methods. With respect to the English Curriculum, Combie (1995) cautions: 
There are some real dangers in moving to a criterion-referenced system of 
assessment in languages; this is in part because only low-level and early-
acquired skills can be assessed objectively against predetermined criteria; and 
even if such assessment is shown to be feasible, there are major lessons to be 
learned from the British experience which suggests that assessment remains 
unreliable across school, and is extremely time-consuming (p.117). 
There are potential pitfalls in the apparent rigidity of the language employed in the new 
curriculum documents. There is the sense of an almost Biblical: This is the only path. Yet 
a curriculum document should allow for flexibility to allow modification of methods in the 
light of current educational research and thought. The new curriculum documents do not 
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seem quite open to this flexibility. As Crombie (1995) points out, the new documents are 
essentially Behavioural in orientation. Yet current ideas/research have gone beyond simple 
Behavioural analysis and methods. Do the new documents totally reflect up-to-date 
research and ideas? For example, the writer could find little evidence that Vygotsky's ideas 
and methods had been given much emphasis in the new Curriculum Framework. 
Examination of individual curriculum documents reveals other difficulties. For 
example, with regard to the Social Studies Draft Document, the writer is surprised that our 
country's founding document, the Treaty of Waitangi, is not presented to children until 
Level4. Surely children should be introduced to this important historical event at an earlier 
age than this. More generally, Simon (1982) laments the fact that history is accorded: " 
only a relatively minor place in the New Zealand school curriculum" (p.253). 
Finally, considerable time and effort have been expended in producing the new 
curriculum documents and there is much that is positive about them. However, there are 
serious flaws, which require considerable revision, sooner, rather than later. Such revision 
would be accomplished most fruitfully by (this time around), consultation with the most 
appropriate people, educationalists of all types, as well as parents. Marshall (1995) 
expresses this imperative clearly: "Teachers must be 'on' the forums that set the agendas 
for education" (p.45). Member of Parliament and former school Principal Marian Hobbs 
expresses the sentiment more forcefully when speaking to a secondary teacher's conference. 
She stated that "It is time for teachers to act as true professionals and reclaim the 
curriculum". (Reported in Eduvac, 28 July, 1997.) 
The writer is disappointed that the: "old, tired debate" (Elley, 1997. p.40) of word 
analysis (or phonics) versus whole word (or contextual) methods has been revived in such a 
vociferous manner here in New Zealand. Perhaps a correct method versus incorrect method 
analysis of the debate is too blunt to be useful and misses the point a bit as finer 
complexities are more pertinent. 
Nicholson (1997) points out that the debate has also been revived in other parts of the 
World, including the United States. He mentions that the Californian educational 
authorities have denied Sunshine Books state subsidies, because these publications do not 
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emphasize phonics. The educational authorities certainly seem to have taken sides in the 
debate. 
The current debate is destined to remain unresolved if, yet again, examined along this 
correct/incorrect dimension, which has always proved so unhelpful in the past. Meyer 
(1982) reported an interesting study, which compares the two methods using an identical 
subject pool. The subjects used were middle school children described as "learning 
disabled" or "educationally handicapped". Both criterion-referenced and norm-referenced 
evaluative methods were employed to assess audio-taped recordings of the children's oral 
reading, following intervention. Considerable gains were made by both experimental 
groups, but no statistically significant differences were revealed. In other words, both 
methods worked equally well. 
The writer mentions the Meyer study to provide an example of research which suggests 
that both methods have merit. Equally, studies supporting both sides of the debate could 
also be mentioned. Nicholson (1986;1991) has presented evidence favouring word analysis. 
Tunmer, Chapman, Prochnow and Ryan (1997) have some recent research evidence 
upholding Nicholson's viewpoint. In recent years, the whole word approach has been 
favoured by the educational authorities in New Zealand. Most reading programmes have 
emphasized contextual methods. This emphasis has been based on a plethora of research, 
supporting a contextual or whole word approach (eg. Glynn, Limbrick, and McNaughton 
1981; Glynn and McNaughton, 1985). 
The research findings receiving the most publicity at present are those favouring the 
word analysis approach. These research findings are compelling, but some of the 
conclusions being presented, are not. For example, Tunmer (1997) was recently quoted in 
an address to a conference as claiming that the Ministry of Educations emphasis on teaching 
children to read using context was wrong and referred to longitudinal research evidence of 
the advantages of children learning by word analysis methods. 
A study by Shanahan (1984) is suggestive of a more constructive outlook. He 
discovered that phonics knowledge was of greatest importance for less able readers (lower 
25% of sample), but that "proficient" readers (higher 25% of sample) required a more 
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contextual approach. It is possible that a continuum exists, extending from younger to older 
readers, as regards the need for a larger component of word analysis. By implication, it 
could be the case that very young readers (eg. five and six-year-olds) also need a larger 
component of work analysis in their tuition. 
Clarification of such considerations as outlined in the last paragraph could be more 
fruitfully researched and discussed, than continuing the existing debate along the usual 
battle lines. Certainly the conclusion reached by researchers like Tunrner and Chapman 
involving such blanket condemnation of whole word approaches, is untenable when New 
Zealand's standing is compared with other countries. For example, Elley (1992) reports that 
New Zealand children aged nine and fourteen are ranked fourth and sixth, respectively in 
reading literacy, despite the disadvantage of receiving the lowest financial input per capita 
of all countries in the comparative study. 
Therefore, the reading methods used in recent years in New Zealand cannot be too far 
off the mark. Perhaps research can help focus where some 'fine tuning' is needed in our 
reading-for-meaning emphasis, because (setting aside recent sweeping conclusions the 
writer has questioned), the issue of inordinate percentages of children reading below 
expectation, has to be addressed. However, the writer suspects that Elley (1997) has a point 
when he attributes some blame for the large minority of struggling readers, to worsening 
socio-economic considerations. 
The interdependence of reading and writing is strongly indicated in this summary 
statement by Smith and Elley (1994); "Writing without reading is impossible. In fact, 
writing is the opposite side of the coin from reading" (p.l7). 
According the Clay (1991 ), this interdependence is apparent as early as pre-school ages 
and she claims that writing can even precede reading at this early stage. This child's initial 
endeavours, for example, attempting to write family members' names or a simple letter to a 
relative: " ... may be the first steps towards reading print" (p.1 09). 
McNaughton (1987) claims that these complementary activities of reading and writing 
stem from the same basic childhood trait: the child is: " ... actively curious" (p.192). 
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The child has already been exposed to environmental print, such as street signs. Closely 
linked to (and inspired by) such exposure, are children's early attempts to write, often in 
everyday places such as banks, while waiting for their parents (McNaughton, 1995). 
The actual purpose of writing illustrates another link with reading: the written message 
is intended to be read. Smith and Elley (1994) cite Meek (1991), as providing a case in 
point. A child aged three writes an angry message to his Mother. He expresses his feelings 
quite succinctly: she is an "idiot". 
Shanahan (1984) provides strong experimental proof of the interdependence of reading 
and writing, yet cautions against the position assumed by Graves ( 1978) that written 
instruction is sufficient in itself to teach reading (and vice versa). He does, however, make 
a strong case for integrated teaching of the complementary subjects. 
Specifically, Shanahan discovered that reading and writing were significantly related at 
the Second and Fifth Grade level for proficient (for example, upper 35%) and less proficient 
(lower 25%) American children. The study used a comprehensive range of reading 
(vocabulary, word recognition and comprehension) and writing (vocabulary diversity, 
syntactic complexity and spelling) measures, yielding high reliability ranging from 0. 79 to 
0.92. An impressive 507 children participated in the study. The writer has confidence in 
this study, because of its comprehensive and thorough nature, as outlined above. It provides 
strong evidence for the initial statement by Smith and Elley affirming the interplay between 
reading and writing. 
CHAPTER TWO: REVIEW OF LITERATURE 
A. POOR LITERACY SKILL DEVELOPMENT IN THE SCHOOL 
SETTING 
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There are many reasons why children do not succeed at school. In the past, educators 
have tended to place much blame on the home environment and parents' "inadequacies", in 
particular. Perhaps such emphasis has been a little unfair. Glynn (1987) commented: " 
failures in school may also be due to deficits in the programmes at school" (p. 71 ). 
Overseas, other research has indicated that schools are implicated in the widespread 
failure of many children to develop adequate reading skills. For example, in the U.K., 
Hulme (1981) noted: " ... studies of school conditions remain the most likely way of 
demonstrating the influence of environmental variables in reading retardation" (p.12). 
Wheldall and Glynn (1989) documented one area of concern, which could explain why 
some fail at school. Specifically these authors suggest that many schools and their 
programmes become aversive, because of undue emphasis on punishment and negative 
approaches. They conclude: 
Clearly there are times when children are expected to cope in very unnatural 
learning contexts; contexts which are not predicated upon mutual respect and 
understanding between tutor and learner, but which instead emphasize 
authority relationships and control, often in a rude or aversive way and which 
focus on the trivial at the expense of the important (p.6). 
For example in the U.S.A., White (1975) has discerned that children, typically receive 
more criticism for undesirable social behaviours, than praise for good school work. For 
children's social behaviour in the classroom, disapproval was twelve times higher than 
approval. 
The following reasons for children failing to develop adequate literacy skills at school 
are addressed in the present study. 
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1. Insufficient consideration of the educational environment, or setting events 
Bijou and Baer (1978), who coined the term 'setting event', defined the concept thus: 
"a setting event influences an interactional sequence by altering the strengths and 
characteristics of the particular stimulus and response functions involved in interaction" 
(p.26). 
Examples of setting events (Bijou and Baer 1978), which can be manipulated to 
educational advantage, but are frequently neglected in the case of children who are failing, 
include the modelling of appropriate behaviour, the presence of an interacting responsive 
adult, peer tutoring and the selection of meaningful material at an appropriate instructional 
level. Unfortunately, as McNaughton (1980) has pointed out, setting events are: " ... little 
appreciated and greatly under-utilized in classroom teaching" (p.27). 
(i) Inappropriate selection of educational materials and books 
The selection of reading material may not be at an appropriate instructional level 
necessary to enhance the educational progress of students experiencing difficulties in 
reading. Often the selected books are too difficult. (McNaughton, Glynn, and Robinson, 
1981 ). These authors discovered that some older children experiencing reading difficulties, 
were reading texts at an accuracy level as low as 76.6%. These texts were far too difficult 
and engender inaccurate, slow reading with low rates of self-correction (McNaughton, 
1987). There is evidence that excessive difficulty also leads to decreased 'on task' 
engagement in reading. (Gambrell, Wilson, and Gantt 1981 ). At the other end of the scale, 
reading material chosen by teachers is often too easy to stimulate learning. Wheldall, 
Wenban-Smith, Morgan, and Quance (1988) reported that 50% of children in their sample 
across schools were found to be reading from books which were insufficiently challenging 
to encourage progress. McNaughton et a! (1981) even noted the case of a teacher selecting 
books where the difficulty level varied markedly, but in a way which bore no relationship as 
to how well the particular child was reading. Inappropriate selection of reading material has 
been reported as a concern by other studies in New Zealand (eg. Wade, 1978) and in the 
U.K. (Southgate, Arnold, and Johnson 1981 ). 
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With respect to spelling, the practice of some teachers in presenting a child with a list of 
words to be learnt typically in isolation and out of context, is unlikely to enhance learning 
(McNaughton, Glynn, and Robinson, 1981 ). Often teachers do not check to endure whether 
the words are already known. In addition, children's time is wasted learning lists of words 
in isolation, when many of these words are unlikely to be encountered again (Croft, 1983). 
(ii) Insufficient opportunity to engage meaningfully in learning literacy skills 
It appears that this setting event has not received sufficient attention, especially for 
children who are experiencing learning difficulties. It seems that many such children have 
limited opportunities to engage in literacy skills. With respect to reading, McNaughton et al 
(1981) found that many children were permitted only minimal amounts of available time, to 
engage in meaningful reading (oral or silent) of stories of interest to them. Ironically, the 
less proficient readers tended to fare even worse, in this regard (Allington, 1983). Some 
surveys (For example, Farquar, 1987) have revealed that children in many classrooms 
actually read few books and engage in very little reading (meaningful or otherwise) of any 
kind. For example, in 9% of the classrooms of British six-year-olds, zero time was 
programmed for independent reading. (Bullock Report, 1975). This is a pity, because the 
weight of research evidence supports the educational importance of independent reading 
(For example, Heyns, 1978; Leinhardt, Zigmond and Cooley, 1981). McNaughton (1987) 
has noted the positive correlation of increased independent reading, with achievement in 
reading. 
With respect to written expression, children are seldom given sufficient opportunities to 
write creatively on topics of their own choosing. Clay (1979) has claimed that the situation 
is worsening; children had even fewer opportunities to write, than before. More recently, 
Wheldall and Glynn (1989) have echoed Clay's concern. Some writers (eg. Hughes, 1978) 
have documented how little time many children are permitted to spend engaged in creative 
writing. In the United States, Hughes found that children in some classrooms spent an 
average of only 1.5 hours weekly (or monthly) in any kind of writing activities. 
Exactly what is replacing meaningful reading at an appropriate level or creative written 
expression on self-selected topics? McNaughton et a! (1981) have documented undue 
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emphasis on repetitious exercises, often involving learning phonemes or words isolated 
from any meaningful context: " ... group chorus responding, work identification and word 
attack skills training with little oral reading of meaningful material" (p.3). 
Clay (1979) has also documented many instances of repetitive, tedious exercises, 
especially in the cases of children who were falling behind academically. Wheldall and 
Glynn (1989) sound a note of warning. Apart from fostering boredom, these exercises: " ... 
may be reinforcing excessively dependent learning strategies" (p.22). The desirable 
converse, of course, is for children to be encouraged to take responsibility for their own 
learning as they develop greater independence. 
(iii) Insufficient attention to individual instruction 
Despite strong evidence that one-to-one tuition is a highly effective educational strategy, 
(Bloom, 1984; McNaughton, 1978; McNaughton, 1983) this setting event has received 
insufficient attention (McNaughton eta!, 1981). Ironically, Wheldall and Glynn (1989) 
have reported data indicating that the most proficient readers received the greatest 
individualized teacher attention, while the poorer readers received the least. In the U.K., in 
her intensive single subject case study of a poor reader, Lilley (1977) observed: " ... there is 
little evidence of individual attention, or individual programmes ... " (p. 7). 
In the United States of America, Leinhardt, Zigmond, and Cooley, (1981) have 
documented similar findings in an intensive study of 105 learning-disabled children. 
Specifically, the mean time each child received weekly, in individual reading activity, was 
only 16 minutes, despite their obvious need for more. (Some children fared even worse, in 
this regard, and were effectively ignored). 
McNaughton (1987) casts light on some of the reasons why this setting event should be 
promoted: "Classroom observations of early readers show that attention to books or 
focusing on teacher instructions is guaranteed when a teacher is interacting solely with one 
reader" (p.l22). 
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(iv) Insufficient attention to modelling and learning tasks 
Bandura (1977) claimed that most human behaviour is acquired through observational 
learning, often by watching a significant older person. Yet, in the classroom setting, many 
teachers timetable 'quiet' reading periods, while they themselves undertake classroom 
chores, which are often quite distracting for their pupils. Displaying children's work, is one 
example of this. Even more distracting, however, is the common practice of teachers 
hearing oral reading, while the rest of the class is meant of be silently reading. Yet, 
children's 'on task' reading increases if the teacher concurrently reads, especially in the case 
of less able readers (Pluck, Ghafari, Glynn, and McNaughton, 1984; Wheldall, and 
Entwhistle, 1988). These researchers employed variations of the "USSR" strategy 
(Uninterrupted Sustained Silent Reading). Pluck et al (1984) discovered high rates of 'on 
task' children's reading, if the teacher or family member, concurrently read, in a study 
involving Standard 2 (Year 4) pupils attending an Auckland Suburban School. The 
improvement was especially notable for less able readers, who attained a mean of 65% 'on 
task' responding. By contrast, a comparative mean of 31% was obtained when the teacher 
did not read concurrently. 
With respect to written expression, the same claim might be made concerning the 
advantages of concurrent modelling. Yet, concurrent modelling of writing by teachers is 
rare in classrooms, despite the documented advantages (Sheward, 1985; Silvers, 1986). Put 
simply, teachers seldom write with their children, or share their writing with their students. 
(v) Introductory discussion of stories insufficiently emphasized 
Despite the powerful learning potential of a brief introductory discussion of a story 
about to be read with the child, this is not consistently carried out in some classrooms. In 
Wong and McNaughton's (1981) study, such features as the title, likely events and 
outcomes, as well as new vocabulary, were discussed: " its effect on a child's 
performance strategy and self-correction was dramatic". (McNaughton, 1987 p.l3l). 
Yet, in the United Kingdom, the Bullock Report (1975), discovered that in some 
classrooms (for six-nine year olds), this type of introductory discussion was absent. 
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In the U.S., Durkin (1978) found that a mean of only 61% of teacher's time was thus 
engaged. Reading-related verbal exchanges between a learner and a more skilled reader (in 
general) are important for children's reading progress. Eder (1982) reports that low ability 
readers received just 25% of the attention received by their high ability peers. 
2. Persistent use of negative procedures 
It is widely established and widely accepted that children's learning is enhanced by 
positive consequences (McNaughton et al, 1981). Praise, tokens and privileges have been 
shown to enhance learning in New Zealand schools, provided their delivery is contingent on 
specified behaviours (Glynn, 1975). Yet numerous teachers still persist in using negative 
procedures with disapproval being widely employed. In the United States, White (1975) 
carried out a major research project incorporating sixteen observational studies, involving 
104 teachers. With the exception of those in Grades One and Two, children received more 
disapproving comments, than approving comments. When social behaviour is examined, 
disapproving teacher comments outnumber approving comments by a factor of up to twelve. 
In New Zealand, McNaughton et al (1981) analyzed audio-taped reading and found that 
teachers delivered only about four instances of praise per reading session. In the United 
Kingdom, Wheldall et al (1988) found that audio-tape analysis revealed no more than three 
instances of praise per session, often non-specific in nature. Their study was a 
comprehensive one, where fifty-five teachers in the United Kingdom listened to children 
read in ordinary and special schools. In New Zealand, Wilson and McNaughton (1983) 
reported that only 16% of positive teacher praise was contingent on 'expert' behaviour by 
children. Sometimes the classroom environment can be aversive to particular children, 
because of the elements of particular setting events. For example, low progress readers, in a 
study by Pohl and McNaughton (1985), found group oral reading socially aversive, for 
some children because of nervousness and peer ridicule. 
In the context of written expression, fluency is inhibited in many young writers, because 
they often receive minimal (or no) praise for their written ideas. Thus, the context of their 
work or the 'message' they are trying to communicate is often ignored (Hopman and Glynn, 
1988; Jerram, 1984), while the grammatical and spelling accuracy appears to be of 
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paramount concern to many teachers, who also often consequently make many disapproving 
comments, orally or in writing. 
3. Inappropriate or minimal use of feedback 
A major factor in the establishment of literacy skills, concerns teacher use (or not) of 
feedback. McNaughton (1987) claimed that absence of performance-directed feedback is a 
'major form of disturbance' (p.87) of successful learning. There are various concerns 
relating to feedback. These include whether it occurs or not and the timing, quantity, 
manner (eg. verbal or written) and type (eg. corrective or content). Concerns regarding 
most of these aspects of feedback have been documented. For example, with respect to the 
timing of feedback, McNaughton et al (1981) noted problems in how some teachers 
delivered it. Specifically, they considered the development of independent reading was 
likely to be stifled, because many teachers had a tendency to intervene too quickly, when a 
child miscued. In particular, many teachers often intervened before five seconds had 
elapsed. (Generally, teacher attention before five seconds has elapsed, is considered to be 
premature by many researchers, for example, McNaughton and Glynn, 1981). When the 
timing of feedback is premature, the child is deprived of the essential chance to problem 
solve of self-correct. The long term effect of this ingrained habit of many teachers, is to 
interfere with independent learning and to maintain the child in an undesirable state of 
'maintained instructional dependence' (McNaughton, 1981 b). Also, according to 
McNaughton (1987), premature intervention: " interfered with response-produced 
feedback and performance-based regulation" (p.32). The significance of the timing of 
feedback is highlighted by research, which has demonstrated the clear association of high 
rates of self-correction, with advanced progress in reading (Clay, 1979a; Goodman and 
Burke, 1973). For example, Clay (1970a) has shown that the most able 25% of readers self-
corrected one error in three or four. Conversely, the least able 25% of readers self-corrected 
only one error in twenty. Therefore, it is of some concern to note that such less able readers 
are reportedly less likely to be given the opportunity to self-correct by their teachers 
(Wheldall et al, 1988). 
Although premature intervention is educationally unsound, probably worse is no 
intervention or feedback, at all. For example, Singh, Winton, and Singh (1984) found that 
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'immediate teacher attention' was more likely to lead to a reduction in oral reading errors 
than 'no teacher attention' whatsoever. ('Delayed teacher attention' yielded the best 
results). However, it is apparent that some teachers' skills at detecting children's reading 
errors are somewhat lacking. For example, McNaughton (1981) found that one teacher 
attended to just 50% of all reading errors. With respect to whether any feedback occurs, at 
all (as noted in a previous section viz. 'Persistent use of negative procedures'), many 
teachers employ an inappropriate emphasis. For example, the excessive emphasis on 
corrective feedback when teachers are responding to written expression, is likely to inhibit 
fluency. (Glynn, 1982). Yet many teachers persist in depriving children of feedback 
concerning the content of their written language, thus ignoring the ideas therein, to the 
detriment of the development of writing skills. Apart from many teachers' preoccupation 
with accuracy, two further problems associated with feedback and written expression were 
identified by Scriven and Glynn (1983). Teachers often were either infrequent with their 
feedback or else it was excessively delayed. Ferritol, Buckholdt, Hamblin, and Smith 
( 1972) and Marholin and Steinman (1977) reported that the reinforcement of written 
accuracy alone, can lead to a decrease in responding. Glynn and Glynn (1980) reported the 
same finding. Jerram (1984) has raised a concern that the widespread practice of 
reinforcing the accuracy of form, spelling and grammar (prior to reinforcement being made 
contingent on content), may place the child's written expression on an extinction schedule. 
4. Large variance in prompting skills 
McNaughton et al (1981) discovered that there was great variance in the prompting 
skills of teachers. These authors found that there was a huge range in teacher's skills 
directed at prompting children to correct reading errors. The mean success of teachers in 
using this important skill was only 40.9%. A 50% success rate would surely be a minimum 
standard, which all teachers should be able to attain. The range of teacher success in using 
this skill (i.e. in providing prompts that "work") is of even more concern. The means range 
from 85.5% for the most skilful teacher, to a lowly 9.3% for the least skilled teacher 
(McNaughton et a!, 1981 ). It is apparent, therefore, that the skills of many teachers in the 
instruction of children in reading, are in need of attention. 
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5. Contextual meaning not emphasized sufficiently 
The tendency of many teachers to overlook contextual meaning is not especially helpful 
to children developing literacy skills and flies in the face of much contemporary research, 
including, for example, McNaughton (1983a). McNaughton's study highlighted the sheer 
power of context, to enhance learning. Six-year-old children could use context to 
successfully identify words in difficult to read stories, which they failed to identify in 
isolation. By their own independently controlled learning, they taught themselves to read 
more difficult stories. 
Clay (1979) has claimed that the larger the 'chunks' of language a child works with, the 
faster and the more efficient the resultant learning will be. This is because the child 
encounters a richer network of meanings to engage with. Contextual information (eg. a 
word embedded in an appropriate sentence), assists problem solving and enhances learning. 
Yet, too many teachers ensure learning is a 'laboured' process for children, by their over-
emphasis on phonics. The warning of many writers, notably Smith (1978) and Gubb (1982) 
that such over-emphasis can actually hinder learning, is unheeded in many quarters. Barr 
(1974) has provided evidence that a more contextual ('word study') method of reading 
instruction, is preferable to a phonics-based approach. 
With respect to spelling, context is equally important. However, children are still 
expected to learn lists of words in isolation from contextual meaning, in many classrooms. 
Spelling is not always perceived by teachers to be part and parcel of written language, but 
discrete and separate, to be treated accordingly. 
6. Parents as unrecognized partners 
Of special significance is the fact that parents as important partners in helping children 
learn has been overlooked by teachers in many instances. Yet, parents have the advantage 
of having already established a social relationship with their child and represent a powerful 
source of natural reinforcers. It is ironic that parents' help is rarely enlisted, in the form of a 
partnership, when McNaughton et al (1981) have pointed out that some schools are 
generally unable to cope with the sheer volume of children needing extra help, especially 
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those in the upper part of the primary school. Coupled with this, is the fact that a school's 
personnel, regardless of their actual numbers, seldom include teachers with specialized 
training in remedial methods in the upper part of the primary school (McNaughton et a! 
1981 ). In addition, it is important to note that any positive gains which result from school-
based remedial intervention, may simply 'washout' (Bronfenbrenner, 1976), unless parents 
or other adults at home are involved. In other words, follow up assessment is likely to 
reveal that remedial gains derived from school-based interventions, may not pass the 
ultimate test of time. 
Glynn (1987) laments the limited progress towards the realization of the potential of co-
operative partnerships between teachers and parents, directed towards the educational 
benefit of the children involved. Glynn commented on the frequent and regrettable isolation 
of the settings of home and school, which is not aided by what Tizard and Tizard (1979) 
have described as a major lack of communication between the teacher and parent. One 
reason for the relative exclusion of parents from a potential partnership with their children's 
teachers, is the attitude of many teachers. Goodacre (1970), cited by Blackstone (1979) has 
noted teachers have an, "oversimplified, stereotyped and out-of-date image of parents" 
(p.86). 
Even where there is home-school contact, for example, with the usual practice of 
sending books home; according to McNaughton, Parr, Timperley, and Robinson, 1992: 
" ... the linkages between home and school may not be well-managed" (p.241). For 
example, parents will often report that they have received little or no information, on how to 
hear children read (Glynn, Crooks, Bethune, Ballard, and Smith, 1989; McNaughton, and 
Kai, 1990). It is, therefore, not surprising that the instructional practices in learning reading, 
are often inconsistent with classroom practices. 
Another example implicates faulty communication between parents and teachers. 
McNaughton et al (1992) discovered that 38.3% of parents cited teachers as the source of 
the reading instruction they used. The teachers themselves reported a much higher figure. 
In fact, these authors reported a wide discrepancy in a range of communicated information 
(parents vs teachers), which amounted to serious miscommunication. 
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Parents of children experiencing learning difficulties are often assumed by teachers not 
to be sufficiently interested in their own children's education. However, this assumption is 
contradicted by researchers such as Davis (1982), who recorded an acceptance rate of 100% 
when parents were asked to help with a home reading programme. School personnel often 
invoke a 'deficit' model to explain poor academic progress (Bronfenbrenner, 1979). Parents 
are primarily blamed for the poor progress of their own children. Thus, it is not generally 
conceded by school personnel that a child's literacy skills, may also have something to do 
with deficiencies of the classroom programme (Glynn, 1987), or with the mismatch between 
home and school as learning contexts. Therefore, the 'deficit model' may provide school 
personnel with a convenient reason for not enlisting parents' help. McNaughton (1987) 
refutes the idea that parents are often not sufficiently interested in their children's education. 
He suggests that they often don't know exactly how to help and this is not alleviated by 
contact with many schools: 
... they feel the schools resort to excuses which lay the blame for continued 
low progress on obscure neurophysiological problems, or on the child's home 
background. In either case, parents have reported not receiving information 
and appropriate books on which they could act (p.219). 
The parents often become disheartened and give up helping their children. 
B. WAYS TO ENHANCE MASTERY OF LITERACY LEARNING 
Various options may be considered with regards to enhancing mastery of the literacy 
skills. Glynn, Fairweather, and Donald (1992) have commented favourably on one 
approach in New Zealand, namely Maori language immersion programmes. One such 
programme is Kohanga Reo, which specifically aims to reflect Maori Kaupapa (principles) 
and also to ensure the survival of our indigenous Maori language (and culture), by closely 
involving Maori whanau (extended families) in the learning process. McNaughton (1994) 
comments: 
Descriptions of interactions in Te Kohanga Reo describe the significance of 
multiparty contexts for language learning. They also show the presence of 
tuakana-teina relations expressed in interactions between peers and between 
children and teachers (p.18). 
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An added advantage is noted by Glynn et al (1992), Parent involvement in Kohanga Reo 
is clearly located at the "control" end rather than the passive 'reception' end of Pugh's 
(1987) continuum of teacher-parent partnership. In other words, parents should be actively 
involved in partnership programmes, which allow them to implement components of the 
programme in the home setting. (The undesirable converse relegates the parents to a 
secondary role at best, of monitoring and reinforcing teacher-designed programmes). 
Another Maori language immersion approach is taken in Kura Kaupapa Maori (Maori -
controlled schools, where Maori is the medium of instruction), which extends children's 
Te Kohanga Reo experience by further 'immersion' in Maori language. Noting the 
importance of both programmes, Glynn et al (1992) comment that they: " ... appear to be 
excellent settings in which to design research into the effects of parent training". (p.183). It 
seems the parents of children in Kohanga Reo are more positive about this approach 
(McNaughton, Parr, Timperley, and Robinson 1992), which is an important consideration, 
in view of the "problematic contact" between many schools and homes, especially as 
regards Maori children. Unfortunately, "school is not the number one place for Maori" as 
one Maori teacher has noted. (p.245, McNaughton et al, 1992). 
While is would appear to be very difficult and impractical to remedy all causes of 
restricted literacy skill development in the school setting, if the Maori immersion settings 
can utilize parent-teacher partnerships so successfully, could something similar be enacted 
for literacy skill development in English? 
There are a number of ways in which mastery of the literacy skills might be enhanced. 
The present study examined a range of these. The first is exemplified by the successful 
experiences of Kohanga Reo and Kura Kaupapa Maori. 
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1. Promoting partnership with parents within the home setting 
Before discussing the specific elements of a functional partnership, the pre-eminence of 
the home as a centre of learning, must be stressed (McNaughton, 1995). As McNaughton 
noted: " ... development of literacy begins a long while before school" (p.4 ), which must 
involve, by implication, the home setting. In fact: "... reading and writing have 
developmental roots" (p.4 ). It also follows as McNaughton points out, the instructional role 
of parents, precedes that of teachers. 
McNaughton has described how this "learning" occurs, within the family setting, with 
the heading: "Systems ofleaming and development". Briefly, learning in the family setting 
includes 'joint interactions' when children are engaged with other family members in, for 
example, storybook reading. 
In the present study, the shared reading of School Journal stories, during instructional 
tuition, exemplifies this as do the family games using the Word Wheel (Appendix D). 
There are also ambient activities, where children are learners who gain much through 
observational learning in different family activities. Bandura's (1977) concept of 
'modelling' comes to mind, in discussing this type of learning. Children as active problem 
solvers need also to be involved in independent learning activities. In the present study, the 
children's independent reading, as well as the writing of their 'personal diaries', are 
examples of McNaughton's independent learning within the family setting. 
The fact that parents are an under-utilized educational resource is well-documented. 
(Glynn, 1987; McNaughton eta!, 1981). The fact of this under-utilization is heightened by 
the inability of some schools to cope with the sheer volume of children needing help. 
Worse still, as previously mentioned, many primary schools are without teachers trained in 
appropriate remedial methods, especially in the upper part of the school (McNaughton et a!, 
1981). 
a) Home-School partnership and the present study 
(i) Nature of the Home-School contact 
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Glynn (1987) compiled six concrete suggestions to help minimize the isolation of home 
and school, as well as to improve the inter-setting flow of information (quality and 
quantity): 
l. The frequency of parent-teacher contact on an individual basis should be 
increased, to something approaching one per week. 
2. The type of contact should be modified, so that both parties give as well 
as receive information about children's performance of a skill. 
3. The amount and type of information exchanged should be modified. 
Specifically, work samples and tape recordings (ie. actual data) should 
replace judgements and opinions or even global notes about data. 
4. To utilize the advantages of the home setting, home-school contact 
should provide parents with specific information about which behaviours 
are being introduced at school and with the rationale between the 
curriculum that prescribes these. 
5. Parent-teacher contact should lead to the formulating of a joint strategy 
for monitoring, for providing opportunities to practise and for shared 
teaching of particular academic behaviours in both settings. 
6. Parent-teacher contact, should provide teachers with specific information 
about the occurrence at home of academic behaviours acquired at school 
and about new behaviours being acquired at home (pp.85-86). 
The last two points become especially critical when there are cultural differences 
between the home and school settings. Sharing of information on children's performance 
across different cultures demands a perspective of partnership and balance of power, and not 
one of 'expert' communicating with 'novices'. 
The present study with the researchers in the role of "teacher" and facilitator (of home-
school contact) attempted to incorporate the six suggestions of Glynn. For example, the 
frequency of contact was at least three times weekly, during intervention phases and at least 
once weekly during baseline phases. Also, there was a free flow of information between 
home and school, with the researcher active in facilitating this process between school 
personnel and parents. Work samples were taken and audio-tape recordings provided the 
basis of analysis of reading as well as other assessment or parental reaction to the 
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study/children's progress. The regular contact, with parents allowed joint strategies for 
teaching, monitoring and practice as well as shared tuition of the children. 
In the present study, a partnership was fostered between the researcher and each set of 
participating parents. Inter-setting communication is crucial and its significance increases 
in proportion to the degree in that the mode of communication is personal (Bronfenbrenner, 
1979). With this in mind, most contact with parents was either in person or by telephone. 
Initially, following the example of Smith (1968), a personal visit was made to each of the 
parents' homes to outline the study in general terms. Following these visits, a meeting was 
held and all of the parents who had expressed interest in participating were invited to attend. 
Also invited to attend was the Supervisor of the study, the school Principal and the 
children's classroom teacher. At the meeting, the proposed study was discussed in some 
detail, including what was required of both the researcher and the participating parents. A 
written handout was given to the parents which outlined the basic underlying principles of 
the study. 
Parents were integrally involved in all aspects of the study in partnership with the 
researcher to: 
• monitor reading progress 
• witness children's personal contracts 
• observe researcher-conducted remedial intervention sessions 
• conduct remedial sessions 
• help choose and dispense reinforcers 
• modifY the format of remedial sessions. 
In the final phase of the study, the researcher attempted to facilitate a partnership 
between the participating parents and the classroom teachers, so that remedial intervention 
could continue for a reduced period and on a smaller scale with minimal researcher input. 
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(ii) Method of Contact (Implementation of specific tutoring skills) 
The method of contact, around which remedial intervention revolved, was Pause, Prompt 
and Praise (Glynn, McNaughton, Robinson, and Quinn, 1979), a set of remedial reading 
tutoring strategies, resulting from a joint research project funded by a Child Health Research 
Grant. 
There were two major reasons why the Pause, Prompt and Praise approach was used. 
Firstly, Pause, Prompt and Praise was designed to alleviate the factors which detracted from 
the establishment of sound literacy skills. Specifically, Pause, Prompt and Praise addressed 
all those factors earlier discussed under the heading "Poor Literacy Skill Development in 
the School Setting". Secondly, Pause, Prompt and Praise was initially developed in the 
home setting, in such a way, that it attempted to promote an effective partnership between 
home and school. 
What are the basic elements of Pause, Prompt and Praise, which address the difficulties 
implicated in the establishment ofliteracy skills? 
• Sufficient attention is given to 1: 1 individual instruction. McNaughton (1978) has 
shown that individualized one-to-one instruction is a very effective learning strategy and 
is, in fact, preferable to group learning in many learning situations (Bloom, 1978). In 
the present study, all remedial intervention in reading at home was conducted strictly on 
a one-to-one basis. 
The selection of educational material and stories was appropriate as regards instructional 
level and interest. Pause, Prompt and Praise facilitates children's reading from meaningful 
reading material, which has been carefully selected, such that it is at an appropriate 
instructional level and of particular interest to each child. For adequate progress to occur, 
reading material should be neither too hard, nor too easy, but at an appropriate instructional 
level. In a departure from the original study (McNaughton et a!, 1981 ), the present study 
followed the example of Clay (1979). That is, self-corrections were not classed as errors 
when assessing reading accuracy. This resulted in 90-95% words read correctly, being set 
as an appropriate instructional level, to be used in selecting stories. 
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To ensure that the selected stories were of interest to each participating child, the 
children each completed a Likert-type scale called the Inventory of Most Liked Story 
Topics (Appendix C). Each child's response to this scale guided story selection. This step 
is important, because comprehension is likely to increase if the reading material is of high 
interest to the child (Asher, 1980). 
It should be noted that some theorists (eg. Clay, 1979; Glynn and McNaughton, 1985; 
Goodman 1976; Smith 1978) maintain that successful independent reading develops best if 
a child is encouraged to use strategies of anticipation and problem-solving, by utilizing the 
contextual information in stories and books which is not available when words are 
examined in isolation from text and broken down into smaller units. The present study 
utilized School Journal stories and articles, as meaningful written material, throughout all 
phases. 
• Importance of an introductory discussion of the story (Enhancing awareness of context). 
The employment of this setting event is important, despite the fact it is often overlooked. 
As McNaughton (1987) noted, such oral discussion serves to increase the salience of 
semantic and syntactic cues in the soon-to-be read story. 
McNaughton, Glynn, and Robinson (1981) illustrated the importance of enhancing 
children's appreciation of context by an introductory discussion of the story the child was 
about to read. Various other studies have demonstrated the importance of context in reading 
(Limbrick, McNaughton and Glynn, 1981; Wong and McNaughton, 1981). Accordingly, 
the present study included a comprehensive introductory discussion of new stories, as the 
initial part of remedial intervention in reading. (The details are fully outlined later in the 
procedure section). The discussion was similar to that conducted by Wong and 
McNaughton (1981 ), except that more difficult textual words were identified, in advance. 
Two of the three prompting procedures in the Pause, Prompt and Praise programme 
allude closely to the importance of context. Specifically, if readers make mistakes which do 
not make any sense, they are asked a question which provides a clue as to the meaning of 
the story, contained within the sentence, the paragraph, the whole story or the 
accompanying pictures. 
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Also, if readers make a prolonged stop, suggesting that the word is unknown, the use of 
context is again invoked. (The child is asked to either re-read from the beginning of the 
sentence, or read on to the end). Only one of the three prompting procedures require the 
child to examine the grapho-phonic details of the miscued word and, even then, this 
procedure is invoked only if meaning is not in question. Specifically, if a child miscues 
with a synonymous response ( eg. "pony" for "horse"), a grapho-phonic clue is provided. 
The child's attention is drawn to the part of the word which is wrong. This would not occur 
however, if the child miscues with a word that does not convey the approximate meaning of 
the text, ( eg. if the child reads "house" for "horse"). 
With respect to spelling also, the importance of context must be accepted and acted 
upon. Therefore, in the present study, children received each of their personal spelling 
words embedded in a meaningful sentence. They did not simply learn each word in 
isolation, as is the practice in some classrooms. In addition, they were also asked to make 
up and write an appropriate sentence of their own, thus using each spelling word in a 
personally salient context. 
• Children learn by positive consequences. 
That children are motivated to learn by positive consequences, was a guiding principle 
of the Mangere Home and School Study (Glynn, McNaughton, Robinson and Quin, 1979). 
This principle has been repeatedly demonstrated in New Zealand school and elsewhere. 
Research on the effectiveness of positive consequences has focussed on edible reinforcers, 
(Singh, Singh, and Winton, 1984), prizes, (Ollendick, Matson, Esveldt-Dawson, and 
Shapiro, 1980), tokens, (Lahey and Drabman 1974), tokens exchangeable for money, 
(Ryback and Stasts, 1970), stars, (Ollendick et al1980) and praise, (Wong and McNaughton 
1980). As well as incorporating praise the present study followed the example of Wilson 
and Glynn (1983) and included a range of reinforcers for desirable behaviours relating to the 
literacy skills. While there is considerable concern among some educators about moral 
issues involved in using edible or tangible reinforcers, the prior and over-riding issue in the 
present study was one of contingency, (ie. what the reinforcer is provided for). All 
decisions on the nature and contingency of reinforcers in the present study were made in 
close consultation with parents. 
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It is important to note that positive consequences must be clearly contingent on specified 
academic behaviours. Pause, Prompt and Praise specifies three particular reading 
behaviours which merit praise as positive consequences. Praise is earned when the child 
reads a sentence correctly, self-corrects an initial miscue, or is finally correct after 
prompting. These contingencies were upheld in the present study, in addition to other 
positive consequences pertaining to other aspects of reading and the remaining literacy 
skills. 
Various studies have referred to either a 'reward menu' (Addison and Homme, 1977) or 
a 'reinforcement menu' (Dineen, Clark, and Risley, 1977). These synonymous terms refer 
to a list of possible reinforcers that a child can earn the right to select from. The present 
study included the compilation of a 'reward menu', for each child. The items in the 'reward 
menu' were chosen by each child, and, as noted, in family consultation with each set of 
parents. The power of home-based reinforcement has been well-documented (Trovato and 
Bucher, 1980). The researcher also included some additional items after consultation with 
the school's Principal. 
• The importance of providing 'just sufficient' feedback, following errors. 
Pause, Prompt and Praise incorporates the provision of appropriate feedback. Crucially 
important, however, is the quantity, timing and content of the feedback. Firstly, it should be 
'just sufficient' (McNaughton, 1978) to encourage problem solving, while simultaneously 
avoiding the risk of 'maintained instructional dependence'. (McNaughton, 1981b) on the 
tutor. Secondly, it should occur only after an appropriate lapse of time (five seconds or 
more), or at the end of the sentence in which the error occurs. 
Some studies (for example McNaughton and Glynn, 1981), specifY delay as being 
signified by the end of the sentence, without reference to time in seconds. However the 
present study followed the example of the Mangere study (McNaughton et al, 1981), as well 
as Wheldall and Mettem (1985) in including both elapsed time and reaching the sentence 
end to cue delayed feedback. One of the three prompts will then be used. Finally, if two 
prompts do not yield correct textual response, the child is then informed of the correct 
response. 
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In the classroom, teachers need to always ensure feedback of an appropriate kind, is 
given. It should not be excessively delayed, or premature. It should be 'just sufficient' to 
provide a learning clue. With respect to written exercises, the stress should be on the 
children's ideas (content), not spelling or grammatical accuracy, to ensure that fluency is 
not hindered. As noted earlier, this was borne in mind, in the present study. 
2. Responsive Social Contexts 
A prominent world view among theorists of human development, is one that can be 
termed the 'organismic world view' (Glynn 1985), which has the following features. 
Learners are viewed as active agents, who perceive the world in terms of their own 
'operations upon it' (Glynn 1985, p.5). Specifically, learners have some degree of control 
over their own learning, typically within a responsive social context. 
An important outcome of the process of learning is the acquisition of skills, as the 
learner gains expertise (McNaughton, 1987). McNaughton cites Bruner's (1971) summary 
of skilful action. These include the features of the task, the goal, appropriate action in 
achieving the goal and a means of obtaining feedback. The actual components, according to 
Bruner, include the strategic: 
• performance 
• knowledge of the goals, functions and expressions of the skill 
• self-regulatory activities concerning the duration and control of performance. 
These components are interdependent and inseparable. 
Glynn (1985) has outlined four main characteristics of responsive social contents which 
enhance independent learning. The first entails: 
(i) Initiation by the learner 
A responsive learning context should promote initiations by the learner. Unfortunately, 
many learning environments require the learner to simply respond to questions or materials 
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directly controlled by the 'teacher'. Yet the learning potential associated with child-
initiated interaction, cannot by denied. McNaughton (1987) has warned of the liabilities of 
total control of learning by the tutor: " ... how limited the learning could be when activities 
were initiated, monitored, indeed fully regulated by another" (p.89). Citing Kelso and 
Wallace (1978), McNaughton has termed this attenuated learning the 'preselection effect', 
when applied to people, notably in regard to oral reading. 
One example of a procedure designed to promote initiatives by the learner, is Incidental 
Teaching (Hart and Risley, 1980). Specifically, in an educational setting, the teacher selects 
an appropriate response to the Ieamer' s initiation. This could include providing information 
in response to a child's question, allowing access to a new task/activity or furnishing a 
requested material item(s). The next step, involves the provision of the requested 
information or item of interest contingent on a verbal interchange regarding the relevant 
topic. 
A study by Charles, Glynn and McNaughton (1984) compared Incidental Teaching with 
"Talking Up". In the study, two childcare workers received both kinds of training 
concurrently and were monitored while interacting with children of pre-school age (ranging 
from 15 months to 4 years 11 months). A baseline phase preceded the post-training 
intervention. "Talking Up" was intended to enhance children's oral language, by use of 
adult-initiated questions and comments. Unfortunately the Talking Up procedures had the 
effect of reducing child-initiated oral language, because this procedure tended to inhibit use 
of Incidental Teaching. For example, one childcare worker increased her use of Talking Up 
by more than four times her baseline rate, but decreased her use of Incidental Teaching to 
half her baseline rate. The reason for this undesirable effect, lay in the fact that children 
were diverted from generating their own oral language by having to respond to the 
monopoly of adult questioning. Also, the adults were so consumed with "Talking Up", that 
there was little time to respond to child-initiated oral language. 
A review of studies by Clay, (1985) further illustrates the dangers of too much teacher 
control, with respect to children's oral language. Clay reviewed several studies which 
examined teacher and child oral language. She found that teacher domination and control 
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was very prevalent, with a concomitant minimum of child-teacher interaction. Children are 
deprived of the opportunity to initiate oral language under such conditions. 
A powerful demonstration of what can occur if children are allowed to initiate, is 
apparent when examining self-correction in reading. (Clay, 1969). If tutors delay attention 
to children's efforts by just a few seconds, they will initiate self-correction strategies 
(McNaughton and Glynn 1981; Singh, Winton, and Singh 1984). When Glynn and 
McNaughton (1985) reviewed various studies which employed delayed teacher response to 
errors in reading, they found that this practice was an important component of a remedial 
reading programme. 
An earlier study (McNaughton and Glynn, 1981) examined the dimensions of tutor 
delayed attention to reader's errors as contrasted with immediate attention to errors. 
"Delay" was defined as (1) a 5-l 0 second pause, or (2) until the reader had reached the end 
of the sentence in which the error occurred, or (3) until a reader self-correction occurred. 
The readers were aged approximately seven years or over and were making good progress 
consistent with their chronological age. In both measures (accuracy and self-correction), the 
"delayed attention" yielded superior results, compared with "immediate attention". For 
example, under conditions of delayed attention, the children were more likely to self-
correct. The average difference between conditions ranged from 24.65% to 29.49%. The 
authors concluded " ... immediate attention to oral reading errors interferes with accuracy" 
(p.63). 
A study by McNaughton (1983a) illustrates further, the benefits of learning VIa 
performance-directed regulation. Capable six-year-old readers faced with difficult stories to 
read, (for example, two reading levels above their instructional level), successfully taught 
themselves a number of new words simply by using context. Despite the difficulty of the 
task, they mastered 30% of the previously unknown words they encountered. 
Grave dangers attend interference with learner's initiative. Assistance which is too 
frequent or too rapid may stifle learning. McNaughton (1981) has coined the term 
"maintained instructional dependence", in describing the state of reduced motivation to 
initiate learning, which learners may exhibit. 
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In his review of the relevant literature, Glynn (1985) concludes that the research upholds 
the policy that: "reducing direct control over learners, by delaying the use of prompts and 
instructions, provides learners with a chance to initiate interactions" (p.83). 
Certainly, a highlighted tendency to initiate such interactions, is associated with reading 
achievement. Specifically, according to McNaughton (1987), who cites Eder (1982), high 
progress readers: "... initiated interactions at a rate which was three times that of low 
progress readers" (p.178). Unfortunately, Eder reported also that only 20-40% of children's 
initiatives are responded to by teachers, depending on their membership of low or high 
progress reading groups (respectively). This research supports the argument that low 
achievers should receive similar tuition to good readers. 
McNaughton (1987) paints a compelling picture of the behaviour of precocious early 
readers and their parents under the vivid sub-heading: "Interactions 'to the point' of 
exhaustion" (p.191) McNaughton discovered that the parents of such children did not 
initiate and control learning, but instead, responded with great patience to a myriad of 
questions. They responded conscientiously with " ... positive informative feedback suited to 
their child's request or comment" (p.191). 
(ii) Task sharing 
It is very important for learners to share activity with a more skilled person with whom 
they have a positive social relationship. This is a major component of what Bronfenbrenner 
(1979) called a "primary development context". This can be stated more formally as 
Proposition I: 
A primary developmental context is one in which the child can observe and 
engage in ongoing patterns of progressively more complex activities under the 
direct guidance of persons who possess knowledge and skill not yet acquired 
by the child and with whom the child has developed a positive emotional 
relationship (p.845). 
A few qualifications should be noted. Firstly, the learning task which is attempted must 
be salient and important to both the more skilled and less skilled person. For example, it 
should be of interest and at a mutually understandable level. Glynn (1985) cites peer 
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tutoring as a positive example, because both the younger tutor and older tutor benefit. One 
study which illustrates this mutual benefit is Dineen, Clark, and Risley (1977), which 
examined peer tutoring with respect to a spelling programme. The tutors' gains in spelling 
almost matched those of their tutees. 
Glynn (1985) is concerned at the low incidence of this type of task sharing in the 
classroom setting. For example, children are often instructed to commence recreational 
reading, while the teacher performs classroom chores like marking. Regretfully, Glynn 
concludes: "It is unusual for children to see teachers doing expressive writing, 
mathematics, or recreational reading" (p.83). In this case, the teacher has chosen to work on 
a completely different task, rather than sharing the child's learning task. It is unfortunate 
that many teachers neglect the opportunity to share learning activities concurrently with 
their classroom children, because research suggests that learning can be enhanced if they do. 
For example, with respect to story writing, Sheward (1985) contrasted a teacher 
concurrently modelling this behaviour, with a second condition when he did not. (In the 
non-modelling condition, the teacher performed clerical and routine tasks, while, the 
children wrote). Not only did the children write more when concurrently sharing the task 
with their teacher, but their stories were more interesting because they used more vivid 
'action words'. Incidentally, an earlier study (Ballard and Glynn, 1975) suggested a clear 
link between a high usage of 'action words' and elevated qualitative ratings of their writing 
by independent judges. 
Reading is an example of another literacy skill which is enhanced by concurrent task 
sharing between the child and teacher, according to Wheldall and Glynn (1989). These 
researchers advocate the concurrent sharing of reading activity, which can be termed 
'Uninterrupted Sustained Silent Reading" (or U.S.S.R.). They suggest the following 
optimal conditions: 
l. Pupils should read quietly and a quiet reading atmosphere, free from 
distraction and interruptions, should be encouraged; 
2. The teacher should also read, thereby provide an adult model for reading, 
but this should be recreational reading (ie. reading for enjoyment) and not 
the reading of material such as reports, (and memos); 
3. Pupils should ensure that they have sufficient reading material to last the 
U.S.S.R. session, as they should not disrupt the session to change their 
books; 
4. The choice of reading material should be as open as possible and a wide 
range of books, magazines, etc should be made available in the 
classroom; and 
5. No written reports or records should be required of pupils of any books 
read during U.S.S.R. sessions, since pupils are likely to read more if they 
know that they will not have to write a report on every book they read 
(p.l08). 
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In the United Kingdom, several studies have affirmed the effectiveness of the concurrent 
modelling of reading (For example, Wheldall and Entwhistle, 1988). ln New Zealand a 
study by Pluck, Ghafari, Glynn and McNaughton (1984) upheld the same finding. 
Specifically children in a Standard 2 class were encouraged to choose their own books for 
recreational reading. Various adults (teacher, parents, grandparents) engaged in concurrent 
reading. Marked gains were noted both in terms of increased 'on task' reading behaviour 
and also time spent reading. Interestingly, the greatest gains were achieved for lower 
achieving readers and for children who selected their own books (as opposed to parental 
selection of children's books). With respect to the less able readers, they were 'on task' for 
65% of the time when the teacher shared recreational reading, but only 31%, when she did 
not. ln a single subject study, reported in the same research, a child had a higher level of 
'on task' behaviour when reading self-selected material, in contrast to parent-selected 
material. 
To summarize, it appears that a range of literacy skills and desirable 'on task' behaviour 
is enhanced if the more skilled person (For example, parent or teacher) concurrently shares 
the learning task. Why is this? The research of Bandura ( 1977) suggests that modelling is 
one main reason for this phenomenon. In fact, Bandura argues that most human behaviour 
is learned through observing more skilled behaviour. According to Wheldall and Glynn 
(1989), these modelling effects are especially pronounced when behaviours are modelled by 
parents, teachers or popular individuals. Interestingly, according to these authors, when 
there was a conflict between the model's behaviour and the verbal message, it was the 
behaviour which was likely to be imitated not the verbalization. Hence, the educational 
power of children observing teachers engaged in concurrent learning tasks. 
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As to why children learn more if the task is shared, Glynn (1985) considers that teachers 
engaged in concurrent modelling have: "... less opportunity to engage in controlling or 
instruction-giving behaviours such as monitoring or evaluating performance," (p.84). 
Glynn also highlights the fact that the context of shared learning is a positive social one, 
with the children eager to discover what the teacher had written or read. In written 
language, each party functions both as writer and audience. 
Finally, another educationally important feature of task sharing should be noted. Mutual 
respect and understanding must be interchanged between the more and the less skilled 
learners. McDermott (1977) refers to this as 'common sense' between each the two. 
McNaughton (1987) warns of the dangers of teachers not sharing the learning, 
particularly in the context of reading. He claims: " ... that interference may often occur in 
the teaching of reading with low progress readers" (p.36). The more tutors assume 
deliberate and direct responsibility for ensuring learning occurs . . . "... the greater the 
probability that all aspects of performance-directed regulation will be interfered with" (p.6). 
(iii) Reciprocal influence 
According to Bronfenbrenner (1977), reciprocal interaction between the more skilled 
person and the less skilled person (often a child) is an essential context for human learning 
and development. The educational process is reciprocal, (not uni-directional) as should be 
the case in an ecological experiment. "... an ecological experiment must allow for 
reciprocal processes; that is, not only the effect of A on B, but also the effect of B on A. 
This is the requirement of reciprocity." (p.519). 
This reciprocal influence between learners is well illustrated in many research studies. 
For example the peer tutoring progranune instigated by Dineen et al (1977), revealed gains 
for both peer tutors and tutees in a spelling progranune. A peer tutoring study by Limbrick, 
McNaughton and Glynn (1985), illustrated just how far reaching and extensive the 
reciprocal gains could be. The study trained 9-year-old peer tutors to help less able 7-year-
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old readers. Not only did both partners make similar gains in reading (reading age and 
comprehension), but a mutual social relationship was established. 
A number of studies, have examined the reciprocal influence between parents and their 
children, when the former were trained to tutor the latter. The original Mangere Home and 
School project (McNaughton, Glynn and Robinson, 1981), introduced the eight specific 
skills for parents to use when hearing their children's oral reading. The procedures, are 
those now known as 'Pause, Prompt and Praise' (McNaughton, Glynn, and Robinson, 
1981). By effectively implementing these procedures, remedial tutoring became a shared 
task between the parent and child, with both acquiring new skills. 
According to Glynn (1985), parents' behaviour may change as much as their child's, as a 
result of reciprocal interaction. Apart from positive changes in reading accuracy and 
independence, positive social outcomes are also noted. McNaughton, Glynn and Robinson 
(1987) cite the example of parents reporting enhanced positive feeling towards their 
children, as well as enjoyment of the tutoring contact. Yet, before this reciprocal 
interaction, contact had been stressful and aversive. However, the reciprocal interaction 
around the shared task, actually enhanced the parent-child social relationship. 
Sometimes the reciprocal influence of children's behaviour can cause their teachers' 
behaviour to be "unwittingly" altered, as McNaughton (l98lb) found. When low progress 
readers from a learning disabilities classroom read with greater accuracy, the teachers 
responded by attending to a much smaller proportion of errors. Specifically, when the 
children were more accurate, the teacher responded to 39.7% of their errors. In contrast, 
when the children were less accurate, the teacher responded to 55.8% of their errors. 
(iv) Responsive audience 
Glynn (1985) cites the emergent first language in very young children and emergent 
second language in immigrants, as illustrating the importance of a responsive audience. 
Specifically, the audience responds to the spoken verbal message and content. Despite the 
grammatical inaccuracy of such imperfect verbalizations, corrective feedback is typically 
not the first and not the only response. As Glynn concludes: "... corrective feedback in 
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preference to content feedback would have disastrous results for emergent language 
learning" (p.86). Yet in the school setting, many teachers may give undue emphasis to 
corrective feedback, at the expense of content feedback, with the result that fluency is 
hindered (Glynn, 1982). Glynn mentions such corrective feedback as focussing on accurate 
letter formation, spelling, punctuation and sentence syntax as being likely to receive 
excessive emphasis. 
Interestingly, increases in fluency or rate of writing as enhanced by emphasis on content 
feedback, do not adversely affect accuracy. Accuracy may even be enhanced (Scriven & 
Glynn, 1984). Quality of written expression, as rated by independent judges, may even be 
enhanced if rate is increased (Ballard & Glynn, 1975; Maloney & Hopkins, 1973). 
In the home setting, some parents provide very effective social contexts for children's 
emergent writing (Arndt, 1980), simply by exhibiting keen interest in responding to what 
has been written. The task is truly shared as the parent-child interaction is mutually 
beneficial. The child's writing skills are enhanced and parents expertise in interpretation are 
concomitantly improved. 
In the context of reading, McNaughton (1987) also commented on the responsive 
audience in the home setting. The parents do not initiate and control, but instead exhibit 
great patience in responding to the children's "endless" questions. Children provide 
initiative and control usually in the form of questions, while the parents respond fully with 
responsive positive feedback. 
Jerram (1985) showed just how effectively written fluency can be encouraged, if content 
feedback rather than corrective feedback, is emphazised. In her study, the teacher regularly 
provided a brief written response to each child's written stories. That is, the children's ideas 
were the focus of the comment, not the accuracy (spelling or grammar). The study involved 
a class of eight-year-olds and had various experimental phases, including Baseline and 
Content Feedback, with reversals. In the latter part of the study, parents were involved. 
During Content Feedback, the children produced a greater quantity of work and 
experienced enhanced enjoyment, than during Control Phases. Also, independent raters 
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discovered that the more imaginative and interesting stories were written during conditions 
of Content Feedback. In summary, the provision of content feedback enhanced both 
quantity and quality of writing, without jeopardizing accuracy. As regards, for example, 
quantity, the writing rate increased to 91.0 words per 15 minutes, from a baseline of 71.5 
words per 15 minutes. The ratings of quality increased from a mean of 3.68 during baseline 
to 4.58 during the first intervention. 
3. Responsive Social Contexts and the Present Study 
(i) Initiation by the leaner 
The present study had several features built in, which allowed for and encouraged 
learning initiatives by the child participants. For example, the children chose the types of 
stories likely to be of interest to them by using a five point scale to rate a diverse list of 
alternatives. This measure was called the 'Inventory of Most-liked Story Topics' 
(Appendix C). Later in the study, the children sometimes chose actual School Journal 
stories, from a selection at the appropriate 'instructional level', thus allowing even greater 
choice initiative. 
Before the Intervention phases, the child, parents and researcher were signatories to a 
'Personal Contract' (Appendix E). Upon the completion of contracted learning tasks 
children could choose from a 'reinforcement menu' (Dineen et al 1977), which they helped 
to compile. 
Later, during the Intervention stages, the children were afforded some input into the 
selection ofleaming activities for each session and the duration of these activities. 
The employment of the Pause, Prompt and Praise remedial reading procedures 
(McNaughton et al 1987), encouraged the children to problem solve or self-correct, by the 
use of a tutor pause before a prompt was given. Thus the tutors tried hard to discourage 
'maintained instructional dependence' (McNaughton, 1981) in the children by trying not to 
end up telling the child the correct word. 
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Both the researcher and parents encouraged questions from the children, which were 
answered patiently and fully, in the spirit of interaction with precocious readers as described 
by McNaughton (1987). 
(ii) Task sharing 
As suggested by Glynn (1985), the reading tasks were salient to the child, as the stories 
were of interest (Appendix C) and at an appropriate comprehension level, as noted earlier. 
The written activities were also salient, because each child's personal diary was a dominant 
feature. It was read and discussed. Specifically, the activities of personal interest to each 
child, received greatest prominence in the study. 
There was a large element of task sharing in the remedial sessions. For example, 
sometimes both the researcher and child silently read at the start of a session (Wheldall and 
Glynn, 1989). The researcher sometimes read his personal diary or books of interest and 
answered the child's questions. Even the more formal aspects of the session (for example, 
Pause, Prompt and Praise) involved simultaneous reading of a story, although only the child 
read orally. 
Generally, the researcher, parents and children engaged in the sessions in a spirit of 
mutual respect and understanding. A mutual sharing of learning tasks and a common 
understanding of the purpose of the task was established (McDermott, 1977). 
One learning aid, which fostered task sharing was the Word Wheel (Appendix D). As 
described later, the process of generating words, could be incorporated in a game, which the 
researcher and child engaged in. Later the parents and other members of the family 
participated and shared in this learning activity, in the form of a game. 
(iii) Reciprocal influence 
The story was designed to facilitate both the children and tutors' (researcher and parents) 
learning from the tutoring activities. For example, parents reported having learnt skills they 
42 
were able to use with non-participating siblings. The researcher, too, became more 
confident and proficient, so that a range of other children could be helped. 
(iv) The responsive audience 
Apart from encouraging the children to ask questions, which were then fully answered, 
(as mentioned earlier), the present study followed the example of Jerram (1985). Each 
child's weekly written contribution to his Personal Diary was typed. In addition a typed 
comment, which responded to the children's ideas (ie content), was added. The typed 
comment consisted of the researcher's positive reaction to the ideas expressed. 
It should be noted that the accuracy was not ignored in this study, but rather that content 
feedback was emphazised. Even when accuracy was dealt with, it was in the context of a 
discussion, involving the use of a transparent sheet, where suggested changes could be 
indicated (felt pen), without defacing the children's work. Thus focus on accuracy was 
transitory, disappearing (at least visually), with the removal of the transparent sheet. 
To conclude this section on Responsive Social Contexts, the present study was designed 
to allow for initiatives by the Ieamer in various ways, like allowing the child to indicate his 
reading interests and reinforcement preferences, as well as allowing self-correction by use 
of an appropriate pause before remedial prompting. In addition, the learning tasks were 
designed to be shared in a number of ways. Apart from the tutor and child reading together, 
the researcher sometimes read quietly, read his written diary or orally reviewed books he 
had been currently reading. A learning aid known as the Word Wheel (Appendix D) 
allowed an enjoyable learning game to be shared. The reciprocal nature of learning was to 
be upheld in various ways, to promote mutual gains. The adult participants were required to 
act as a responsive audience by being open to questions and by providing written content 
feedback for the children's written language. 
4. Social Interaction 
Bronfenbrenner's Ecological Model is useful in understanding children's development. 
His theory is interactionist (Bronfenbrenner, 1979), in that he advocates directing attention 
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at the child's developmental environment or setting, not just focusing on the child per se. 
Bronfenbrenner strongly endorses studying children's behaviour in more than one natural 
context, such as either the home or school. He conceptualizes the child's environment or 
developmental context at various levels, which radiate outwards. Innermost, is the 
immediate setting, or micro-system, where the child engages in learning activities, is 
involved in close relationships and fulfils various roles. 
Bronfenbrenner (1979) coined the term 'primary developmental contexts'. In this 
context the less skilled participant (child) engages in a shared learning activity with a more 
skilled participant with whom a social relationship exists. Wheldall and Glynn (1989) have 
expanded this concept to include any responsive social context where learning occurs. 
Important in Bronfenbrenner' s approach are the intersetting links, which are termed the 
meso-system. For example, the communicative links between home and school comprise 
the meso-system. Thus, after the micro-system, the next level is the meso-system.. Central 
to Bronfenbrenner's position is that intellectual development, including language and 
literacy learning, is acquired in contexts that are responsive and social. 
A related approach is the one taken by Vygotsky (1978), although the social aspects of 
learning are stressed more strongly. In fact, he postulated that learning is primarily a social 
occurrence. He demonstrated that children could perform more skilfully with others (ie 
socially), than they could alone. He also considered that learning and development were 
intertwined. Furthermore, he considered that language actually drives learning, rather than 
the converse. 
An important concept, central to his theory, was the Z.P.D. or Zone of Proximal 
Development. This operated only when a child interacted socially with another more skilful 
person. This is defined as: 
The distance between the actual developmental level as determined by 
independent problem solving and the level of potential development as 
determined through problem solving under adult guidance or in collaboration 
with more capable peers (Vygotsky, 1978, p.860). 
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The learning task involved a real challenge but with "just sufficient" expert buttress. 
The focus was on cognitive processes which were still growing, rather than tasks of 
yesterday - already mastered. (Berk & Winsler, 1995). Learning tasks need to be kept 
slightly above their level of independent functioning. 
The mechanics of how such pre-emptive learning is mastered is subsumed by the 
metaphor coined by Bruner and his associates (eg. Wood, Bruner & Ross, 1976) of a 
"scaffold", where teaching proceeds ahead of development. Here children are viewed, as 
akin to a building, and are actively engaged in educational constructing. The social 
environment provides the scaffold or support system whereby the child is guided to more 
skilful behaviour towards the outer limits of his/her experience. 
Specifically, the task difficulty is kept constant, but the expert aids the child's learning 
by a series of interventions. (Smith & Elley, 1994). As the child masters facets of the task, 
less scaffolding is needed. Smith & Elley use the example of pre-school children initially 
needing scaffolding in the form of prompting to begin at the first page and speculate about 
possible story outcomes. Gradually such supports are able to be progressively removed. In 
Vygotsky's (1978) view, what occurs is the internalization of external processes. 
Every function in the child's cultural development, appears twice; first on the 
social level, and later, on the individual level. First between people 
(interpsychological) and then inside the child (intrapsychological) (p.57). 
Language, which is central to children's development, fust occurs externally between 
people and then is internalized, to allow the independent solving of problems. 
Tharp and Gallimore, (1988) have outlined some parameters of the scaffolding, as 
regards quantity and quality of guidance. Quantity refers to the height of the scaffold, the 
level and its duration. Quality refers to the different ways guidance is offered. Examples of 
help could include directing attention, modelling, asking questions or providing 
encouragement. By 'guided reinvention' (Tharpe and Gallimore, 1988), the Ieamer 
gradually masters the task, assumes control and reconstructs the task through his own 
imagination. 
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Berk & Winster (1995) have identified five underlying components and goals of 
Vygotsky's theory. The first of these is: 
• Joint problem solving 
The tutor and tutee collaborate in a socially meaningful problem solving endeavour. 
Learning cannot be separated from the task itself. Optimal learning results when such social 
collaboration in problem solving occurs (Lave & Wenger, 1991). 
• Intersubjectivity (Newson & Newson, 1975) means that two participants attain a shared 
· understanding of the task. They need to view the task in a similar fashion while still 
adjusting to the perspective of the other participant. For the child, a more mature 
insight can be attained (Rogoff, 1990). 
• Warmth and responsiveness 
The child participants task engagement and acceptance of the challenge posed by the 
task, is maximised if the adult is pleasant, warm, responsive and positive. Contingent verbal 
praise is an important concomitant. 
The adult allows the child to lead, but must skilfully anticipate when instruction or 
meaningful questions are needed. These are delivered on a ')ust sufficient" basis. 
• Keeping the child in the Z.P.D. 
This is achieved in two ways. Firstly, the task and surrounding environment are 
structured in such a way that an optimal challenge is promoted. Secondly, the amount of 
adult interaction is constantly adjusted, to meet the Ieamer's need and abilities. For 
example, the Ieamer' s accessible choices are regulated, rules are suggested and tasks are 
broken down into smaller components. Also, task materials can be rearranged to permit 
greater clarity of the next step the Ieamer must master. 
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• Promoting self-regulation 
It is important to ensure a child remains within the 'zone of executive functioning' so 
that the adult steadily relinquishes control in favour of the younger co-constructor. 
Language is important here. Questions asked must be thoughtfully phrased to allow the 
child to participate in the discovery of: "solutions, learning and self-regulation: (p.30 Berk 
& Winsler, 1995). What is required is 'high level distancing' (Sigel, 1982). Here children 
are encouraged to formulate a hypothesis or elaborate an idea which transcends the 
immediate environment, by planning, inferring or deducing. 
5. Vygotsky and the Present Study 
The current study embraces aspects of Vygotsky's approach in various ways. For 
example, the various collaborative, social relationships. These dyads included researcher-
parent, researcher-child, parent-child and parent-teacher, who all collaborated socially 
towards a common goal of an improvement in literacy skills of each child. 
There were vanous examples of scaffolds. For example, there was the gradual 
development of the parents' tutoring skills as they evolved from observers of their 
children's tuition to minor participants, then major participants. Finally they emerged as 
fully fledged tutors, with the researcher reduced to the role of observer. The 'zone of 
executive functioning' was certainly upheld. 
Other examples of scaffolds include those of the researcher-child and parent-child. 
Initially, the intervention sessions were highly structured; for example, there was a 50-50 
split between the reading and written components. At first, this dichotomy was readily 
accepted by the children. However, gradually the children exerted more control by 
functioning in 'the zone of executive functioning'. For example, the children would request 
a different arrangement, which usually entailed an extension of the reading component. 
At the start of the intervention phase, the tutor (parent or researcher) operated the tape 
recorder to audiotape each session. However, before the midway point of instruction, all 
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children had 'commandeered' the tape-recorder. They became the experts and sole 
operators who recorded each session. 
Berk & Winsler (1995) identified five components and goals underlying Vygotsky's 
approach as mentioned earlier. The writer will mention a vivid incident, which 
encompasses all five aspects. As a reward for specific gain (Promotion to a higher reading 
level), Richard requested a ride to a local beach in the researcher's car. He had become 
more confident and assumed a more active role, replacing the earlier more passive role. 
Warmth and responsive was now a feature of the child-researcher relationship and Richard 
had started to lead (to some degree). As we drove along, the researcher was instructed to 
stop in view of hillside erosion. 
Language was driving learning, as a thorough discussion of erosiOn ensued. 
Intersubjectivity was apparent, as the participants gradually assumed a common 
understanding. Once he was the recipient of most questions. Now Richard assumed the 
role of questioner, as he attained a more mature understanding of erosion in its many 
contexts. As he assumed the control the researcher relinquished, his own self-regulation 
was promoted. 
Richard was kept in the Z.P.D. as the problem of erosion was presented and discussed, 
covering many aspects, but carefully, step-by-step. Each term was broken down into 
smaller components and Richard's understanding ascertained, before proceeding further. 
For the aforementioned reasons and others, this incident of learning remains one of the 
most vivid and personally rewarding memories of the entire study. 
C. RESEARCH FOCUS 
1. This study aimed to explore whether the underachievement at school of three 
participating children could be addressed through providing parents with additional 
skills for tutoring their children in the home setting. 
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2. In particular the study addressed the research question by designing, implementing 
and evaluating an educational package in which parents were provided with tuition 
skills and a tuition programme to enable them temporarily to "scaffold" their 
children's learning of reading and writing skills. 
3. The study examined whether this home-based educational package resulted in any 
learning gains for the children at home and/or at school. 
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CHAPTER THREE: METHOD 
I. PARTICIPANTS 
The primary participants include the three children taking part in both the Baseline 
and Remedial Intervention phases of the study. 
The secondary participants include the researcher, the teachers and the school 
principal. Other secondary participants include siblings of the three children, as well as four 
contrast participants, whose role is outlined later. 
1. Primary Participants 
Four children were selected after careful consideration of nine potential participants 
(seven boys and two girls). Only children in Standard Two or Three were considered, to 
avoid the problems caused by the fact that Standard Four children would be leaving to 
attend a distant Intermediate School in the second year of the study. 
The children selected all had learning deficits in reading, such that their reading age was 
at least 18 months behind their chronological age (after Ritchie, 1984 ). An examination of 
the other aspects of their literacy skills (written expression, spelling and oral language), 
indicated an overall deficit of similar magnitude. One boy (CHRIS) was from Standard 
Two and he was aged nine years two months as the study commenced. The other three were 
from the same Standard Three class and all were aged ten years five months. The mean age 
was approximately ten years one month. The fourth boy (ONNY) did not participate 
beyond Stage I of the study (Baseline 1). (His parents decided to withdraw him at this 
juncture, because the demands of their new business were more excessive than they had first 
envisaged when they agreed to participate). 
Selection procedures included careful examination of school records, including the 
Progressive Achievement Tests (P.A.T.s) of Reading Vocabulary and Reading 
Comprehension (Elley & Reid, 1969). The selection procedure, at school, also included 
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discussions with school personnel, classroom observation and hearing the children read 
graded stories from School Journals. The selection process took approximately three weeks. 
The Principal of the school made a favourable comment on the length and thoroughness (as 
she perceived it) of the selection process which she felt was likely to allow the children and 
the researcher to establish a positive social relationship. 
Other selection criteria were applied including: 
• None of the boys were receiving any remedial assistance, either at school (they 
continued to participate in their usual classroom reading programme), or at home. One 
child, however, had previously taken part in a Pause, Prompt and Praise type of home 
reading programme, which used the principles compiled by McNaughton & Glynn 
(1981). 
• The families of the boys were unlikely to shift elsewhere from the school area during the 
period that the study would encompass. 
• The parents of each of the boys agreed to participate after the requirements and duration 
of their projected involvement were carefully explained to them. Their final written 
agreement to participate followed several stages of consultation. 
Bronfenbrenner' s (1979) concern that personal intersetting communication is a crucial 
factor in promoting optimal learning, was heeded in the manner of establishing contact 
with each family. 
An initial telephone call was made to each of the households on the same day by the 
researcher using a standardized approach. (See Appendix Z). 
All parents readily agreed to a meeting with the researcher at home a month before the 
initial Baseline commenced. These meetings lasted about thirty minutes, during which time 
the researcher went over the study in more detail, especially outlining the tasks the parents 
would need to fulfill and the potential benefits for their child. The researcher also answered 
any questions that arose. The response of all parents was favourable. 
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A group meeting between the researcher and all interested parties was held at the school. 
The researcher then outlined the main aspects of the study, including the underlying 
principles using a handout (Appendix A) as a guide. The permission letter (Appendix B) 
was also distributed for parents to sign assuming they still wished to participate (all did). 
The parents were invited to ask questions to clarity any details. 
The author's. supervisor also spoke and stressed the importance of such features of the 
study as parent-educator partnership, whereby co-operative effort actually enhances the 
educational gains children make than if either partner acts in isolation. He emphasized that 
participating parents should feel at liberty to withdraw their children from the study during 
any phase of proceedings. The meeting concluded informally with refreshments. 
2. Contrast Participants 
Three children were initially chosen to provide comparison with the 'on-task' behaviour 
of the primary participants within the classroom. The children were of above average 
achievement as regards the literacy skills. A fourth contrast participant was observed 
(ONNY) who was markedly underachieving. He had been originally chosen as a primary 
participant, but his parents decided to opt out from the Remedial Intervention. 
In the second year of the study, two further children were chosen to provide a 
comparison with one of the primary participants (CHRIS), who had been placed in a 
different classroom. 
II. SETTINGS 
The study was conducted in two naturalistic settings, home and school. Although the 
measurement of dependent variables occurred in both settings, Intervention took place 
solely in each child's home setting. 
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1. School 
In the school setting, most dependent variables were measured in the classroom. The 
most frequently assessed dependent variables, namely recordings of extracts of New 
Zealand Primary School Journal stories, were virtually always audio-taped in the classroom. 
However, some dependent variables were assessed by withdrawing the children from the 
classroom, where this was demanded by the nature of the measurement, for example, the 
Record of Oral Language (Clay, Glynn, McNaughton, & Salmon 1976). 
2. Home 
The home constituted the intervention setting. All sessions were conducted around the 
kitchen table. The researcher and the participating adult who was working with the child, 
always sat at the same side of the table, so that each could readily view the same book. The 
researcher, when he was acting as observer, sat at right angles to the child. The tutor (parent 
or researcher) always sat at the child's side. Other children in each participating family 
occasionally sat in on proceedings, (with the permission of the child), but tended not to. 
Apart from occasionally elevated noise levels in adjoining rooms, (which was promptly 
remedied by the parents), there was minimal disruption of the sessions, even though the 
usual family activities continued. Television and radio were either turned down low or off, 
and thus never constituted a problem. The tape-recorder was placed equidistant from the 
child and the adult. All children showed great interest in operating the tape-recorder and 
became quite adept at it, so this became their job. 
III. RESEARCH DESIGN (SEE FIGURE l, PAGE 54) 
A long term intra-subject repeated-measures multiple baseline plus withdrawal design 
was used. This entailed intensive observation of children and continuous measurement of 
dependent variables, as well as Remedial Intervention. Each child was monitored closely in 
both settings, prior to and following each of two interventions. 
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The first Remedial Intervention (B 1 or long term) was presented in a Multiple Baseline 
format wherein each child was introduced to the Home Programme at successive intervals 
of three, four and two weeks, respectively (See Figure 1 ). Each child experienced twenty 
two weeks of Remedial Intervention. Within this twenty two week Remedial Intervention 
Phase, the researcher progressively handed control over to the parents. In the first four 
weeks the researcher conducted all home sessions. In the next six weeks he conducted two 
out of every three sessions. In the next six weeks he conducted one out of every three 
sessions and in the final six weeks all sessions were conducted by the parents. 
Following the fust Remedial Intervention, there was a second Baseline period of two 
weeks. 
The study then concluded with a second Remedial Intervention (B2) involving a parent-
teacher partnership, instead of the earlier parent-researcher partnership. This was a short 
term (two weeks) scaled-down version of the Home Programme. 
FIGURE 1- EXPERIMENTAL DESIGN 
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IV. DEPENDENT MEASURES 
1. Treatment Integrity: Programme Implementation by Parents 
Detailed measures were taken of parents' implementation of the Pause, Prompt and 
Praise Tutoring Programme so as to establish the treatment integrity of this part of the 
intervention. The following measures were recorded: 
(i) Percentage Delay of tutorial Attention. A parent tutor's response was scored as 
'delayed attention' (a favourable response), if she/he allowed a time interval of five 
seconds, or longer to elapse, before intervening, or if the parent delayed attention 
until the end of the sentence in which the error had been made. Thus, the Percentage 
Delay score for a particular participating parent, for a recorded sample of a School 
Journal story on a specified date, was the percentage of instances where the parent's 
attention was scored as delayed, as opposed to immediate. 
(ii) Percentage Prompts Used. This measure was intended to ascertain how well the 
parents carried out the specified prompt instructions. (Refer Appendix G). A 
parent's response was scored if she/he responded to their child's reading error with 
any one of the specified contextual, semantic or graphophonic prompts. The 
percentage of instances of parent prompts directed at reading errors, constituted the 
Percentage Prompt score for a participating parent on a specified date with respect to 
a recorded sample of a child's reading from a School Journal story. 
(iii) Percentage Error Attention. This was a measure of the percentage of errors the 
parent tutor attended to. It is not essential for successful Pause, Prompt, Praise 
Tutoring for tutors to attend to every error. 
(iv) Percentage Praise for Self-Corrections. Each participating parent scored if she/he 
gave their child praise immediately following the latter correcting a reading miscue 
independent of assistance such as a prompt, etc. Once again, a measure was 
obtained for a recorded sample of the child reading from a School Journal story, 
which had been recorded on a specific date. 
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(v) Percentage Praise for Prompted Corrections. Each participating parent was 
scored if their child was immediately praised after having finally responded with the 
correct textual word in response to prompted clues provided by the adult (the initial 
child's response, of course, having been incorrect). 
(vi) Percentage Praise for Correct Sentences. Each participating adult was scored if 
she/he delivered praise contingent upon their child reading each sentence in the 
recorded sample of a School Journal story without any errors. (Following the 
example of Clay, 1979a, self-corrections were not classified as errors). 
(vii) Percentage Successful Prompts. Participating parent scored if the child eventually 
corrects their reading mistake after receiving an appropriate prompt. 
2. Other Quantitative Data 
Quantitative data were gathered for the children's literacy skills (reading, written, oral 
and classroom 'on task' behaviour). Criterion-referenced measures predominated and were 
used continuously. (However, other measures were also used intermittently). In addition 
data reliability was assessed through calculating the percentage of inter-observer 
agreement, with respect to classroom observation of 'on task' behaviour. 
(i) Reading 
(a) Continuous Measures 
• Rate of Promotions to new School Journal stories. 
• Rate of Promotions to a higher School Journal level (eg, from 8-9 to 9-10 Reading 
Level; p.8, School Journal Catalogue, 1965-1981, Department of Education). 
These dependent variables were all measured by analyzing audio-taped running records 
(Clay, 1985) of the children reading their current School Journal story. 
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(b) Non-Continuous Measures 
These were administered in the children's most familiar learning environment (the 
classroom) or in a room in the school's administration block. 
• Progressive Achievement Tests; Comprehension and Vocabulary (Elley & Reid, 1969). 
Used at the start of the study, in the initial selection of the participating children. (Re-
testing is contra-indicated as a valid measure of reading progress, by the test's manual). 
• Inventory of Most-Liked Story Topics (Appendix C). 
The latter was designed by the author: It was given to ensure each child ends up reading 
stories of personal interest. Its five point scale allows children to indicate their level of 
interest in a wide range of topics. (It includes an open category, in case a child's particular 
interest has still not been canvassed). 
(ii) Written Expression 
(a) Continuous Measures; These were taken both at School and at Home and 
comprised: 
• Rate of Words Written 
• Rate of Accurate Words Written (ie correctly spelt) 
• Percentage Accuracy of Words Written 
(percentage correctly spelt) 
• Mean Number of Words Written. 
(b) Intermittent Measures ("Spelling") 
• Dunedin Spelling Test (Smith and Pearce, 1966) 
Tests A and B were administered three times at six-monthly intervals. 
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• Personal Mistakes Test (ie A random selection of each child's spelling mistakes, taken 
from his routine written work from either home or school and introduced for learning 
during the Home Programme sessions (Stage II). This allowed an assessment of each 
child's retention of learned words, which were initially individual 'mistakes' requiring 
mastery. 
(iii) Oral Language 
(a) The Record of Oral Language or R.O.L. (Clay, eta!, 1976) which was administered 
intermittently. 
(iv) Classroom Observation 
• Observation samples were taken of children's 'On Task' behaviour in the classroom 
setting. The measure recorded was the percentage of ten-second intervals in which the 
child's behaviour was observed as 'on-task' by one or more of three Observers. 
• Percentage Inter-Observer Agreement. One of two people served alternately as 
observers during the weekly classroom observation sessions. Observations made by 
these observers were compared with the observations of the researcher as observer). 
Inter-observer agreement, with respect to 'on-task' behaviour of the children, was 
determined using the following formula: 
No. of Intervals Observers in Agreement x 100 
Total No. of Observation Intervals 1 
(Ballard & Glynn, 1975, citing Wasik, Senn, Welch and Cooper, 1969) 
3. Qualitative Data 
These included various comments from any of the experimental participants, which were 
recorded verbatim during the course of the study. At the conclusion of the study, a post-
experimental interview with the parents of the primary participants was conducted 
(Appendices N, P & R), which provided important qualitative data Parents were 
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questioned regarding their perceptions of how their child had responded to the Home 
Programme (Part A). In addition, they were asked for their own reaction to different aspects 
of the Home Programme and the study generally (Part B). On the same day, an interview 
with the children was conducted (Appendices 0, Q and S), which provided more 
qualitative data including information about their perceptions of how their literacy skills had 
changed since the start of the Home Programme. Each child was played a recording of his 
reading at the very start of the study and at the end; his comments were noted. This 
interview immediately followed the one with each parent, but with the adult out of the room 
to encourage candour. 
V. PROCEDURE 
1. Baselines: Prior to Parental Intervention 
Initial parent training was given in two sessions, held on different days, for two sets of 
parents. However, one parent (RYAN's father) requested that training be completed in one 
extended session. The written material, (described in the next section) was carefully 
introduced to the parents. The conversation was frequently interrupted, to allow for 
examples, elaborations and questions. Parents were invited to either add to, or amend the 
written material. For example, with the sheet entitled 'List of Possible Learning Aims' 
(Appendix F), the parents were invited to alter, or supplement the objectives, which were 
intended merely as suggestions. Similarly, the material intended for the children's use, was 
comprehensively discussed, until the researcher felt that the parents were thoroughly 
conversant with them. Both parts of the Pause, Prompt and Praise training video (Glynn, 
McNaughton, Robinson and Quinn, 1979) were shown. The video was stopped at various 
stages, to enable the researcher to elaborate on a particular point of remedial procedure or 
answer any questions. Upon careful inquiry, the researcher gained the impression that each 
set of parents understood the Pause, Prompt and Praise method. (Appendix G). 
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2. Remedial Intervention: Parent Training 
Prior to the commencement of Stage II, the researcher had determined session times 
which were acceptable to each set of parents. The time and day initially chosen by each set 
of parents was not altered during the course of the Remedial Intervention. 
The first segment ('Section I') of Stage II was where Remedial Intervention commenced 
(BI). This segment was coded R.I. I (R.R.R.) in Figure 1 (page 54): the researcher (R) 
conducted virtually all three sessions of Remedial Intervention, for a period of four weeks. 
The exception was the tape-recording of two brief extracts (approximately I 00 words each) 
of the child reading his current story. This fragment of two sessions was conducted by the 
parents, to enable the continuation of parent-conducted samples of each child's reading. 
The parents were asked to observe the researcher, while he worked with the child. By 
inquiry, the researcher ensured that the parents understood the methods employed, which 
were also discussed at the end of each session, along with the fielding of any questions. All 
materials were used in the sessions carefully and simply, so that a demonstration was the 
result, in addition to helping the child. 
(i) Reading 
The second segment ('Section 2') of Stage II, was the point at which parents (P) 
conducted an entire session by themselves, over a period of six weeks. This segment was 
coded R.I.2 (R.R.P.) in Figure 1 (page 54). (The researcher conducted the other two 
weekly sessions, at this point). The researcher acted as an observer and took notes during 
the parent-conducted session. At the end of the session, the researcher delivered feedback 
on how well it had been conducted. Often, following the example of Henderson and Glynn 
(1986), the feedback took the form of questions: For example: 
'At this point (indicating), can you recall exactly which type of prompt you used?' 
This virtually immediate feedback was supplemented by delayed feedback, based on the 
researcher's careful analysis of the audio-taped sample of the reading. Before any 
'negative' feedback (immediate or delayed) was given, the researcher was careful to 
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accentuate the positive features of how well the session was conducted. Thus, praise was 
contingent upon appropriate tutoring. The researcher often conducted brief 'probes' of how 
well each parent could remember different aspects of the Pause, Prompt and Praise 
procedures. These took the form of, for example: 
'If your child missed out a word in the text, what should you do?' 
(ii) Written Expression (including spelling) 
The researcher delivered immediate feedback, at the end of each home session, as to 
how well the half-session was conducted. Care was taken to ensure that the content of each 
child's written efforts, was stressed by parent tutors. This was to offset any tendency by 
parents to over-emphasize error detection, as opposed to focusing on their child's written 
ideas. Very occasionally, the researcher briefly intervened in a session, if the parent seemed 
at a loss over some aspect of tutoring, or was about to engage in inappropriate procedure. 
(iii) Materials 
Participating parents and children were issued with an 'intervention kit'. Each kit 
contained items for use by parents in tutoring their children. Appendix Y is a photograph 
of some items. Each child's kit included: 
• Two Sentence Boxes 
These were converted plastic ice-cream containers, each with a slot cut out of the lid, so 
that sentence cards could be readily inserted. One box was labelled "Words I am still 
learning," while the other box was labelled "Words I now know." The sentence cards 
featured sentences, each containing a word each child had difficulty with (ie misspelled or 
unable to be read). The word, which was the primary focus of attention, was always written 
in red, so that it stood out in contrast to the other words in the sentence. 
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• Two Exercise Books (IL5 and 1B5) 
(a) Personal Diary. A piece of paper with typed instructions was glued inside the book, 
which read: 
"(Child's name), this book is for writing about things that have happened to you or your 
family and friends, as well as anything else that you are interested in. Could you please 
try and write something in it at least three times each week? Every time you write in it, 
I'd be grateful if you would put the date. Would you bring it to school each Monday 
morning, so I can read what you have written?" 
(b) Sentence Book (or Personal Dictionary). An alphabetical index was included by 
appropriate cutting (and labelling) of the pages on the right side of the exercise book. 
Typed instructions glued inside the front cover of the book read, as follows: 
"(Child's name), to make sure that you really know your words, you need to be able to 
read each one in a sentence, spell each word correctly without looking, say a sentence 
with each word in it, which you also write down in this book. Remember that a 
sentence begins with a capital letter, tells us about one idea or thing which has happened 
and makes sense. It also has an action word and ends with a full stop. An interesting 
sentence has more than one describing word. Would you always put the date in the 
margin beside each sentence you write. Also, would you please bring this book (and the 
other one) each Monday morning, so that I can look over what you've written, as well 
as give you new words and sentences." A pocket was provided inside the front cover of 
the book. This was designed to hold each week's sentence cards, which were written 
boldly in colourful felt pen. (These were discussed earlier under the sub-heading 
entitled 'Two Sentence Boxes'). 
• A copy of the book 'Spell-Write': An Aid to Writing, Spelling and Word Study (Croft, 
1983 ). The children were familiar with this book, because it was a key language 
textbook in their classroom. 
• A chart made from the final page of the above title, which was headed 'How to Learn to 
Spell a Word'. This chart provided a step-by-step 'system' to help the children to learn 
how to spell their weekly words, (Appendix J). 
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• The Word Wheel (Appendix D). 
Tills learning aid was not issued at the beginning of the experimental stage, but after 
three weeks. The word wheel was made of cardboard and was comprised of two circles 
(diameter = 18cm), side by side, mounted (using split pins) on a rectangular background 
(38cm by 22cm). The circles were separated by a thin (2.5cm) longitudinal cardboard strip 
of approximately 30 centimetres length, which could be moved up or down. It was kept in 
place by two horizontal slits in the central part of the rectangular background. 
The two circles had either consonants or consonant blends inscribed around the entire 
circumference of each. Both circles could be rotated to form the beginning of a word (left 
circle) and the end of the same word (right circle) in the central region of the rectangle. The 
longitudinal strip had either vowels or vowel blends inscribed, from top to bottom. The 
strip could be moved up and down to provide the middle of the same word that the two 
circles provided the beginning and end of. 
• The Personal Contract (Appendix E) 
This consisted of three basic 'clauses', which could be amended or added to, if 
necessary. Upon agreement, it was to be signed by the child, the parents and the researcher. 
It was dated when signed. The child, in conjunction with the parents, chose rewards (from a 
'reward menu') for adherence to the contract. 
The rest of the items in the 'Intervention Kit' were intended as 'tools' for the parents' 
use in conjunction with the child. These were: 
• List of possible Learning Aims (Appendix F) 
There were nine of these, but they were intended as suggestions only. The parents were 
invited to either modify the suggested aims, or include additional ones. 
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• The Correction Sheet 
This consisted of a single sheet of transparent overhead projector material. Placed over 
a page of written work, errors (or possible improvements) could be clearly indicated in 
coloured felt pens, without disfiguring the child's efforts. Thus, although some corrective 
feedback occurred, the children's work was not defaced and demoralization was avoided. 
(Note: The crucial place of content feedback was always of prime consideration). 
• A copy of the booklet 'Remedial Reading at Home: Helping You to Help Your Child' 
(Glynn, McNaughton. Robinson, and Quinn, 1979). Pages 7 and 8 were excluded, 
because in a modification of Pause, Prompt and Praise procedure, self-corrections were 
not counted as errors (after Clay, 1979a). 
• Pages 31-35 of 'Pause, Prompt and Praise: Effective Tutoring for Remedial Reading' 
(McNaughton, Glynn and Robinson, 1987) were photocopied for each set of parents. 
In addition, the parents were invited to borrow the researchers' copy of the title, if they 
so desired. 
• An enlarged copy of the eight Pause, Prompt and Praise instructions on page 32 of the 
reference noted above (Appendix G). This was mounted on cardboard, so that it 'stood 
up' for easy viewing, during parent-conducted sessions. 
• Working with Your Child- A few additional teaching suggestions (Appendix H). 
3, Remedial Intervention: Implementation Details 
(i) Researcher Observation and Feedback 
As there was, initially, a degree of apprehension on the parents' behalf, the researcher 
endeavoured to maintain a low key, yet supportive, profile during observation. 
There were various reasons for observing parent-conducted sessions. These included 
monitoring of the following: 
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• Were a wide range of instructional materials (For example, as noted in the 'kit') being 
used appropriately? 
• Were remedial procedures being used correctly? 
• Was praise being offered to the children, as contingencies were fulfilled? 
• Were a wide range of remedial activities being offered? (One parent, at one stage, got 
overly involved in one remedial activity. The researcher tactfully indicated other 
worthwhile activities, at the end of the session). 
• Was the content of the children's written expression being stressed as well as the 
accuracy? 
• Were the weekly children's activities, as outlined in the Personal Contracts, being 
checked by the parents? 
• Were the Pause, Prompt and Praise procedures (Appendix G) being adhered to? 
• To provide the parents with feedback on the above mentioned points. 
(ii) Focus of First Intervention Session 
Firstly, a discussion of the Personal Contract (Appendix E) was conducted, with each 
child and his parents. In all cases, each child agreed to adhere to the basic contract, without 
modification. (At a later date, one child's contract was revised to incorporate other clauses). 
A preliminary discussion was held concerning possible rewards, to be contingent upon the 
child's careful adherence to the contract. The child and his parents held further discussion 
after the session, to compile a 'reward menu' (Addison and Homme, 1977). The contract 
was signed by the child, his parents and the researcher. 
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(iii) Reading 
Each School Journal story was introduced with a pre-reading discussion. The researcher 
had read the story before the start of the session and marked in pencil any words in the text, 
which were likely to be unfamiliar or difficult for the child. (The importance of reading 
new stories, before the actual session, has been stressed to the parents, so that they could 
similarly mark such harder words). The marked words were discussed with the child in 
context with the sentence in which they appeared, as well as the overall story (ie. not in 
isolation). The title of the story and its meaning were discussed. Illustrations were looked 
at and one or two relevant questions asked. For example: 'What do you think is happening 
in this picture?' 
Characters (or animals) in the story were briefly mentioned. Questions were asked 
concerning their possible impact on the story, as far as the child could imagine. One or two 
questions, concerning possible outcomes in the story, were asked. In addition, a couple of 
revealing sentences were read and discussed. 
Often, the researcher brought additional material to the session, to aid in the introduction 
of a new story. For example, such additional material included such items as photographs, 
news clippings, encyclopedia and atlases. 
The importance of a thorough introductory pre-reading discussion was stressed to the 
observing parents, both by example and by comment at the conclusion of the session. The 
child was encouraged to ask the researcher any questions, if any aspect of the introductory 
discussion was not clear. 
Next, the enlarged mounted chart of the Pause, Prompt and Praise tutoring procedures 
(Appendix G) was prominently displayed and the child's reading of his story was recorded. 
The tutor was expected to adhere strictly to the eight instructions. During each week of 
remedial intervention two random selections of approximately 100 words of the child's 
reading, was audio-taped for later analysis. (The researcher conducted one recorded sample 
and the parent conducted the other). 
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The first half of each session ended with a brief discussion of the story. For example, 
actual narrative outcomes, were contrasted with the anticipated outcomes, raised in the 
introductory discussion. 
(iv) Written 
Firstly, the two exercise books were introduced to each child. (See previous section on 
Materials). The typed instructions inside the Personal Diary (lLS) were read out and the 
child asked if he had any questions. It was pointed out, that all written work would be typed 
out, as an incentive for the child. The translucent correction sheet was shown to the child. 
It was explained that the researcher and the parents, wanted to encourage him to write more 
interesting, better stories, but did not want to deface his efforts with red pen. Any suggested 
changes could be indicated by using felt pens on the sheet, held over a page of written work. 
It was explained that his written ideas were our greatest interest and we hoped that he would 
not get too concerned about milking a few errors. However, it was pointed out to the child 
that it was a good idea to use a dictionary and Spell Write as good writers did use such 
'tools'. 
The second exerc1se book (lBS) was introduced next. (See previous section on 
materials). This was known as the Sentence Book. The typed instructions inside the book 
were read out to the child and explained. Any questions were carefully answered. The 
week's sentence cards were taken out, from the inside pocket of the book and displayed. 
The child was then shown that the 'guide' sentences also appeared in the book itself, 
alphabetically indexed under the first letter of the featured word. These sentences were read 
to the child, one by one. It was explained to the child that a star could be earned for each 
instance of: 
• Reading each sentence unassisted, without any errors; 
• Writing a new sentence, using each featured word, and 
• Spelling each word at least once, without looking. 
(Later, this criterion was increased to the correct spelling of each word three times). 
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Each week's featured words (always seven), were those which each child could not 
either read or spell. They were selected from either stories the child had read, or from his 
written schoolwork. Occasionally, the words were selected from written work completed at 
home, as part of the Home Programme. 
By the end of each week, each child was asked to attempt to achieve stars for all three 
activities, relating to all seven 'guide' sentences. Therefore, 21 stars could be attained 
during the course of any week. 
Secondly, the two sentence boxes were introduced. Each week's sentence cards could 
be transferred from the inside pocket of the Sentence Book, to the box labelled 'Words I am 
still learning'. During the course of the week, upon receiving the three starts, each sentence 
card could be transferred to the other box, which was labelled, "Words I now know'. 
(Achievement of three stars, using a self-inking stamper, indicated that the criterion of 
'learned' had been attained). 
The researcher showed each child the mounted 'How to Learn to Spell a Word' chart 
(Appendix J) to provide a system to aid in the acquisition of correct spelling. The steps 
were read out and discussed. Various embellishments of the chart were added, including the 
use of imagery. For example, the child was asked to imagine familiar objects or animals, 
which different letters suggested to him. One of each child's feature words was used as an 
example, to enable a demonstration of the steps. 
Careful scrutiny of the children's exercise books, coupled with classroom observation 
during periods of written expression, enabled the researcher to gain some insight into the 
nature of their written work. 
The following information characterizes the written work produced by the three children 
prior tq intervention. 
• Their output of written work was limited, compared with that of their classroom peers. 
(For example, RICHARD wrote a total of only four words at school, during three weeks 
of Baseline 1 ). 
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• Their written expression was impoverished and not very interesting to read. For 
example, few adjectives or adverbs were used. Over-use of commonly used words, 
such as 'then' and 'and', was apparent. 
• They exhibited minimal aids, such as the dictionary. (RYAN, for example, frequently 
left his seat to ask the teacher information which was obtainable in either the dictionary, 
or the Spell Write). confidence in themselves as writers. 
• They rarely utilized learning 
• Their accuracy was poor, with respect to spelling and syntax. 
Various concerns about pre-intervention written expression (Refer Results) were 
reflected, to some extent, in the sheet given to parents entitled 'List of possible Learning 
Aims' (Appendix F). During the written part of the session, the researcher attempted to 
promote growth in the areas listed above. Thus, encouraging accuracy was important, but 
not at the expense of encouraging the free written expression of each child's ideas. As 
noted earlier, the prime importance of content was the main focus of feedback to the child. 
The first half session of each week usually commenced with the child being presented 
with a typescript of what he had written the previous week in his Personal Diary. Often, the 
child offered or was asked to read the type-script. Feedback was firstly directed at the ideas 
expressed. Sometimes the child was asked to elaborate on what he had written and a 
discussion ensued. The transparent Correction sheet was often used. It was placed over the 
type-script and different coloured felt pen markings were used to indicate possible 
improvements, without defacing the child's work. For example, over-use of the word 'then' 
to start a sentence, could be countered by considering more interesting and varied 
alternatives. During the earlier part of Stage II, each child had been given a sheet, which 
suggested different ways of starting sentences (Appendix K) and this was extensively 
discussed with them. 
As the children seemed to have difficulties in distinguishing where one sentence ended 
and another began, another instruction sheet (Appendix L), was introduced to help the 
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children with this need. Discussion of the sheet also helped stimulate more variation in the 
use of conjunctions, to circumvent the stereotyped use of 'and' to join simple sentences. 
As noted on the previous page, use of the dictionary by the children, was minimal. This 
fact mitigated against the establishment of independent writing behaviour. By encircling 
some spelling mistakes, while the correction sheet was over the type-script of the child's 
written work, some attention could be given to the skill of looking words up. Preceding 
this, time had been spent on the efficient use of the dictionary 'guide words' and other 
relevant skills. 
The children seemed to confuse singular and plural, so another instruction sheet 
(Appendix M) was introduced to clarifY the difference between the two. The researcher 
tried to introduce an element of humour into these instruction sheets and was careful to 
incorporate the children's names into the cartoon-like caricatures, to maximize each child's 
sense of involvement. 
In the first session of each week, the new sentences (each containing a featured/unknown 
word), were introduced, as mentioned earlier. One major source of these featured words, 
was the 300 basic words, as listed in 'A New Zealand Basic Word List' (Elley, Croft, and 
Cowie 1977). The researcher considered knowledge of these words to be crucial in the 
enhancement of the children's literacy skills, because they account for approximately 77% 
of text that is likely to be encountered while reading, according to Elley et al. (1977). As 
the Remedial Intervention phase progressed, the 'guide' sentences increased in complexity, 
mostly to enable the researcher to 'model' more interesting sentences. In particular several 
describing words (mostly adjectives) would be featured in each 'guide' sentence. 
Some weeks, each 'guide' sentence would start with a different beginning word ( eg. 
'Later', 'Suddenly'). Other weeks, a different conjunction would be used in the middle of 
each 'guide' sentence. Different colours were used to indicate such features, as outlined 
above. Highlighters were used to identifY some of the very basic parts of speech. This 
allowed the children to see the relationship of words to each other. For example, adjectives 
precede nouns, etc. The following terminology was used, in conversation with the children, 
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because it was simpler and more descriptive: "describing words" (adjectives and adverbs), 
"naming words" (nouns), ')oining words" (conjunctions) and "action words" (verbs). 
Punctuation, capitalization, contractions and other simple grammatical rules received 
attention. Once again, use was made of contrasting colours in any differentiation. 
The Word Wheel (see previous section on Materials) was used to emphasize the graphic 
features of words and to demonstrate families' or words (eg 'tent', 'bent', 'spent'). This 
learning aid was introduced as a game along the lines of: 'See how many words you can 
make (and write down) in, (say), two minutes'. Once the Word Wheel was introduced, 
there was little need to continue to stress its use in the Home Programme sessions, because 
the Word Wheel became very popular, as a family game. The children reportedly 
(according to parents), spent considerable amounts of their spare time engaging in 
(inadvertently educational) games with their fellow siblings. This was earlier described as 
an example of a jointly-constructed activity, within a family (McNaughton, 1995). Often 
the parents also joined in and the whole family played. The parents could readily join in 
with the children, by incorporating a time handicap. 
(v) Remedial Intervention (Second Intervention): Parent-Teacher Partnership 
In this final stage of the study, Remedial Intervention was reinstated briefly (two weeks) 
and on a markedly reduced scale. Only the reading part of the Home Programme was 
involved and no observation or home visiting occurred. Refer to the Experimental Diagram 
(Figure 1) on page 54. 
This time, the partnership was intended to be between the parents and each child's 
classroom teacher. However, a stronger partnership was forged between the teacher of one 
child (CHRIS) and his participating parent, than was possible with the other sets of partners. 
Thus, the researcher was able to assume a minor background role with respect to the 
partnershlp between CHRIS' teacher and mother, but could not diminish his role to the 
same extent, as regards the other sets of partners. 
72 
No intermittent measures were administered during this concluding stage. However, the 
continuous measures relating to School Journals stories and classroom observation received 
identical treatment as described in Stage 1. Therefore, stories were selected at the start of a 
week. At the end of the week, each story was reheard, to determine if 'promotion' to a new 
text was warranted. 
In the Home Setting, parents were asked to reinstate the Pause, Prompt and Praise 
procedures, in the course the hearing their children read thrice weekly, as well as take two 
audio-tape recordings in the customary manner described earlier. 
(iv) Outlay oflntervention Time 
During the 24 weeks of intervention, each child received three tutorial sessions, each 
consisting of 30 minutes minimum. Therefore, each child received at least 2160 minutes 
(36 hours) of tutor input. However, sessions tended to exceed the stipulated minimum and 
often approached 40 minutes. Another bonus 11 hours could probably be added. Therefore, 
the actual tutor time per child was approximately 36-47 hours in total. 
Of each child's total of72 sessions of intervention, 30 (41.67%) were conducted by the 
researcher and 42 (58.33%) by the parent. Therefore the researcher spent 15-20 hours 
and the parent 21-28 hours conducting sessions (approximately). It should be noted 
however, that the researcher spent a further 9-12 hours observing the parent tutor. (One 
weekly session of Sections 2, 3 and 4 ). Therefore, the researcher's total input into home 
intervention was 24-32 hours. 
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CHAPTER FOUR: QUALITATIVE RESULTS 
This chapter presents an overview of a range of qualitative data from students, parents 
and teachers, which provides a context for understanding the quantitative data presented in 
Chapter Five. 
The largest bulk of the qualitative data is contained in the verbatim transcript of the 
Post-experimental Interview with parents of primary participants, parts A and B (refer 
Appendices N, P and R). The data were generated from structured interviews with 
participating parents conducted at the end of the study. The researcher questioned parents 
on 33 different aspects of the remedial home programme (and study) and in addition, 
followed up these questions with further discussion as required. These thirty three questions 
(and any follow up questions) may be found recorded in the transcripts of each interview. 
(A blank form of the questions asked can be found in Appendix T). 
A brief structured interview with the children themselves was also transcribed 
(Appendices 0, Q and S). This included audio-tapes of reading recorded at the start and 
the end of the study. The eleven questions (and any follow up questions) may be found 
recorded in the transcripts of each interview. In addition, incidental comments from the 
children's parents, the children themselves and school personnel were also recorded 
verbatim in written form. 
A coded precis of Appendices N, P and R follows to indicate: 
A) The parents' perception of their child's response to the Home Programme; and 
B) The parents' own reaction to the Home Programme and the study in general. 
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Reference to Appendices N, P and R is necessary to understand Table 1, especially 
with respect to the word coding. However, additional coding summarized the parents' 
reaction in this table: 
(i) + indicates a positive response or reaction 
(ii) indicates a negative response or reaction 
(iii) = indicates neither (i) or (ii) 
(iv) ? indicates an uncertain response or reaction 
(v) y indicates yes 
(iv) N indicates no 
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SUMMARY OF POST-EXPERJMENTAL INTERVIEWS WITH PARTICIPATING PARENTS (SEE 
APPENDICES N, P AND R) 
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QUESTION ABBREV. RICH.ARD 
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previous page) 
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QUESTION ABBREV. RICHARD RYAN CHRIS 
Part B (Continued from Dad Mum 
prevXxJs page) 
023. Rapport (Researcher- + + + + 
Parent) 
./ 




025. Rapport (Parent-Child) + + + + 




I. PARENTS' PERCEPTION OF CHILDREN'S GAINS FROM THE 
HOME PROGRAMME 
As Appendices N, P and R show, the parents perceived that their children responded 
positively to Remedial Intervention as regards the literacy components with the possible 
exception of oral language. The parents perceived that their children's attitude to school 
improved, as did their behaviour. 
II. PARENTS' OWN REACTION TO THE HOME PROGRAMME 
(AND THE STUDY IN GENERAL) 
The parents viewed the Remedial Home Programme positively, even though it was more 
demanding than some of them expected. One possible exception to this positive response, 
was the 'Behavioural Contract' which was seen as clearly positive by just one parent (Q19 
of Appendices N, P and R). 
A sample of the qualitative data, as a whole, is presented under the following headings: 
III. Reading 
IV. Written Expression (including Spelling) 
V. Oral Language 
VI. General Changes in Literacy Skills 
VII. Other Unplanned Positive Changes 
III. READING 
All participants agreed that improvements had occurred including the children 
themselves. This included improvements in both competence and attitude, as well as 
interest (Appendices 0, Q and S). 
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Firstly, the parents were aware of improvement. 
(Appendix N): 
For example, RICHARD 
" reading has really improved especially his attitude". "Sometimes he gets very 
involved with the story he's reading and likes to continue, which I might add had never 
happened before". (Week 14, Section 3 of Remedial Intervention 1). 
In the Post-Experimental Interview, RICHARD's parents further commented: 
"He's capable of doing more ... more confident. He's more prepared to read in front of 
the rest of the family". (Appendix N). 
The school personnel made verbal and written comments on RICHARD's improvement, 
as the study progressed. The class teacher wrote: 
"With the aid of the Home Tutoring Programme RICHARD has made excellent 
progress". (Mid Year School Report). This teacher made various comments to me 
including (late in the study): 
"RICHARD's no use to you now. He's at least average now". 
He also said: 
"RICHARD has come up phenomenally in his reading". (Week 24, Section 4 of 
Remedial Intervention 1). 
RICHARD's own comments during the course of the study and at the end, reflected a 
growing confidence and awareness of his increasing ability as a reader. Compare: 
"I hate reading (with considerable feeling)". (Week 1, Baseline 1). With (some weeks 
later): 
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"I'm getting really good at working out words (ie. self-correcting), aren't I?" (Week 13, 
Section 2 of Remedial Intervention 1). 
"I didn't like reading before it started (but) I'm enjoying reading now". (Week 14, 
Section 3 of Remedial Intervention 1). "Mr McKellar, I read eight pages of a book 
(smiling and looking pleased with himself)". (Week 21, Section 4 of Remedial 
Intervention 1 ). 
"(Reading is) great fun". (Week 28, Section 4 of Remedial Intervention 1). 
In the Post-Experimental Interview (Appendix 0) RICHARD described himself as: 
"An excellent reader", which contrasted with his self-opinion just before the study 
commenced. 
"I read faster and can get more harder words". 
" ... I've improved a lot, heaps". 
RYAN's father also commented on his son's increased competence, interest and attitude 
toward reading very early in the study: 
"He's starting to self-correct more" and "That's the first real progress he's made for 
years- thank you". (Week 8, Section 1 of Remedial Intervention 1). 
"His improvement in reading stands out a mile". (Week 9, Section 1 of Remedial 
Intervention 1 ). 
"He's more confident now ... takes a lot more interest ... he's come (up) about 400%, 
he really has". (Appendix P). 
The school personnel also made verbal and written comments on RYAN's 
improvement in reading, as the study progressed. The class teacher wrote: 
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"With the aid of the Home Tutoring Programme RYAN has made excellent progress". 
(Mid Year School Report). This teacher made various comments to the researcher 
including: 
"He's improved a lot, both in ability and confidence". (Week 14, Section 3 of Remedial 
Intervention 1 ). 
"Your programme certainly works". (He was pleased with RYAN's Informal Prose 
result: RA = 8-8.5). (Week 23, Section 3 of Remedial Intervention 1). 
Substantial improvement was indicated by the teachers' next comment: 
"I told RYAN's father his son's reading age would be 9-10" (Week 27, Section 4 of 
Remedial Intervention 1). 
RYAN was not very keen on reading, at the beginning of the study. When asked if he 
enjoyed reading he said: 
"Not much". (Week 2, Baseline 1). 
Yet his own comments during the course of the study and at the end reflect his 
increasing confidence, interest and awareness of his increasing competence: 
"I want to keep reading to see what happens', (when it was time to stop). (Week 11, 
Section 2 of Remedial Intervention 1 ). 
"I read for half an hour (proudly)". (Week 19, Section 3 of Remedial Intervention 1). 
"I read 64 pages all at once". (Full of news that he had read each day of the May 
Vacation). 
"I quite like reading some books now". (Week 23, Section 3 of Remedial 
Intervention 1 ). 
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In the Post-Experimental Interview (Appendix Q) RYAN had this to say about his new 
reading prowess compared with his pre-study ability: 
"It's better. It's a lot better, I can understand the words more. I can read harder books". 
(Appendix Q). 
CHRIS' mother made comments concerning her perception of her son's progress in 
reading ability, attitude and interest. However, her positive comments occurred later in the 
study, than for the other two children: 
"He's very good. Without being told he picks up a book, and reads either his Journal 
Story or a book I've given him. He's never done that before". (Week 21, Section 3 of 
Remedial Intervention 1). 
"He's doing really well in reading". (Week 19, Section 4 of Remedial Intervention 1). 
"He's just recently become interested in books. He's never been interested before". 
(Week 17, Section 24 of Remedial Intervention 1). 
"I've noticed that he'll go to a book and sit down and read it, whereas before he 
wouldn't bother. He takes a book to bed most nights now. He reads a (whole) book". 
(Post-Experimental Interview, Appendix R). 
The classroom teacher made vanous verbal and written comments indicative of 
CHRIS's progress in reading. For example, his teacher wrote: 
"Amazing improvement. Home tutoring has definitely helped CHRIS". (Mid Year 
School Report to parents). (Week 28, Section 4 of Remedial Intervention 1 ). 
This comment probably reflected CHRIS' performance in a class reading test five weeks 
earlier. As his teacher commented: 
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"He's made a huge improvement from reading age 7 to 9.03 - easily the biggest 
improvement of any child in the class". (Week 23, Section 3 of Remedial Intervention 1). 
(A 1.03 year improvement was the next highest improvement of any child in the class). 
Not surprisingly at this time he was promoted to a higher reading group ("Yellow"; 
which is representative of a reading age of9.5-10.5). 
As was true of other participants, CHRIS' own comments over the course of the study 
(and at the end) reflect his own increasing competence, confidence and (especially) growing 
interest in reading. For example: 
"I've already read two and a half pages (proudly, looking pleased with himself)". (Week 
19, Section 2 of Remedial Intervention 1). "Can I please read it to you?" (Having earned 
a book reward). (Week 20, Section 3 of Remedial Intervention 1). 
"I read two pages of 'The Witches' to Mum last night. I now read all nights and the 
weekend". (Week 21, Section 3 of Remedial Intervention 1). 
"I've read over the weekend and finished 'The Twits"'. (He had it issued only the week 
before). (Week 27, Section 4 of Remedial Intervention 1). 
When asked about his reading ability now compared with the very start of the study, 
CHRIS said: 
" ... I read slowly (then) ... now I can read fast ... I can go to bed and just read a book ... 
I can read a lot better now". (Post-Experimental Interview, Appendix S). 
IV. WRITTEN EXPRESSION QNCLUDES SPELLING) 
All experimental participants (parents, teachers and the children themselves) made 
comments (verbal or written) indicating improvements from Baseline 1 to the end of the 
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study. In addition, improvements were noticed during the course of Remedial Intervention 
(Stage II and Stage IV). 
The parents of RICHARD made the following comments. Firstly, RICHARD's mother 
remarked upon his pre-study written expression: 
"RICHARD's writing was terrible. I was shocked to find out that RICHARD had only 
written six pages in his story book last year and the stories were very short and boring". 
(Week 14, Section 3 of Remedial Intervention 1 ). 
At the Post-Experimental Interview, RICHARD's parents commented: 
(Father) "Yes, yes. He can write a lot more now, than he could ... he simply can do a lot 
more"'. 
(Mother) "And his quality's a lot better too". 
(Father) "Yes, it's a lot better". (Appendix N). 
With respect to spelling, RICHARD's parents had the following to say, at the interview: 
"It has improved with his reading and when he's reading, he's maintained the 
improvement ... " (Appendix N). 
The teacher also made comments about improvement. For example: 
RICHARD's certainly improved a lot with his spelling". (Week 20, Section 4 of 
Remedial Intervention 1). 
RICHARD's own comments suggested awareness of progress with written expression, 
as well as improved attitude in this context. 
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"I quite enjoy writing because I'm getting to the stage of just about writing a whole 
page". (Week 14, Section 3 of Remedial Intervention 1). (This was the child who wrote a 
total of just four words in three weeks of Baseline 1 ). 
Io the second experimental year, RICHARD became very enthusiastic about writing and 
was often reluctant to stop. He'd often greet me with comments like: 
"You'll be really pleased with this". (Week 28, Section 4 of Remedial Intervention 1). 
Finally, in the Post-Experiment Interview, he commented on his current ability, 
compared with his pre-study ability: 
"I improved in sentences and can put more describing words in and make them longer 
... " "I can spell much more words than I could last year". (Appendix 0). 
RYAN's father made few comments on his son's writing, preferring to comment on 
reading. However, at the Post-Experimental Ioterview he had this to say concerning post-
experimental changes: 
"Well, they're more interesting now (referring to sentences and stories). They're not the 
same words all the time. He seems more confident. Doesn't seem so much of a problem to 
him". (Appendix P). 
RYAN's father also commented on changes in his son's spelling ability: 
"Oh, definitely. He couldn't spell at all last year. He's made an improvement 
markedly". (Appendix P). 
RYAN himself gradually began to show signs of increased interest in written expression. 
For example: 
"I did 51 lines of diary last night (proudly)". (Week 17, Section 2 of Remedial 
Intervention 1 ). 
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During the interview at the end of the study he made these comments, when comparing 
his baseline and post-intervention writing skills: 
"That's better, because I can use describing words ... I write more and I make my 
sentences more interesting". (Appendix Q). 
With respect to written expression CHRIS' parent (mother) had less to say, than other 
parents. She commented: 
"He doesn't show me his books". (Appendix R). 
Yet she commented on changes in CHRIS' spelling ability, during the post-experimental 
interview: 
"Yes, its improved . . (How?) Well, he'll have a go at spelling things on his own rather 
than just have a guess and think that it looks right". (Appendix R). 
CHRIS' teacher noted changes in his written expression: 
"He writes longer, more informative sentences now". (Week 22, Section 3 of Remedial 
Intervention 1 ). 
" ... he's doing very well on a research project. He's really into it (on birds)". (Week 
23, Section 3 of Remedial Intervention 1). 
Later, she wrote: 
"CHRIS' written work has improved markedly through the improvement in his reading, 
I'm sure". (Progress Card, Week 28, Section 4 of Remedial Intervention 1). 
At the end of the study she noted that: 
"CHRIS is more expressive and shows more variety". 
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During the study CHRIS made few comments concerrung his written expression. 
However, at the Post-Experimental Interview he had this to say about his current ability 
compared with his baseline ability: 
"I can write more than I used to be able to ... When I first started, I couldn't spell very 
well and now I can'. (Appendix S). 
V. ORAL LANGUAGE 
Considerably less was said concerning pre vs post experimental changes with respect to 
oral language. RICHARD's parents made few comments on their son's oral language. 
Neither did RICHARD or his teacher. Something similar could be said for CHRIS. 
However, at the end of the study CHRIS' teacher said: 
"His oral language has improved- not so 'babyish'". 
RYAN's parent at the time of the Post-Experimental Interview noted changes: 
"Well I reckon that's probably a 50% change in his actual attitude to speaking to people 
... he knows what he's talking about too". (Appendix P). 
VI. GENERAL LITERACY GAINS 
Many comments were directed at the children's literacy skills generally, without 
specifying the components of reading, written or oral language. 
With respect to RICHARD, his parents commented on changes in his overall attitude, at 
the Post-Experimental Interview: 
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"His specific attitude to reading and written (expression) has definitely improved 
because where that used to be 'yuk' ... he's got more of an understanding, hasn't he ... he's 
more capable now. He's more competent and therefore, more confident". (Appendix N). 
The Principal commented: 
"(RICHARD's mother) was telling (another teacher at Sawyer's Bay School) how 
thrilled she was with RICHARD's progress, since the Home Programme started". (Week 
13, Section 2 of Remedial Intervention 1). 
VII. CHANGES IN OTHER AREAS OF BEHAVIOUR 
1. Confidence and Social Skills 
Increases in confidence were noted with respect to all children. As regards RICHARD, 
the school Principal made many references to his increased confidence. For example, in 
connection with a particular reward he earned she said: 
"(RICHARD's mother) was thrilled you took him for a ride in your Mini to the beach. 
It's the extra little things that give him confidence". (Week 19, Section 3, of Remedial 
Intervention 1 ). 
RICHARD's parents also spoke of increased confidence, at the Post-Experimental 
Interview: 
"Yeah. His confidence went up and shall we say he was a little bit (too confident), but 
that's good ... He did get a little 'cocky' ... That was because we did have a confidence 
problem ... He had a definite lack of confidence". (Appendix N). 
At the Post-Experimental Interview, RYAN's father also commented on changes in his 
son's confidence and social skills: 
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"Oh, he's got more confidence. Definitely. It's pulled his confidence up". "He's very 
confident with his social skills". "We can relate better ... he knows what he's talking 
about". (Appendix P). 
2. Helpfulness 
The parents of RYAN and CHRIS commented on an increase in helpfulness, during the 
Post-Experimental Interview. As CHRIS' mother said: 
"He's more willing to do things now. Like (for example), he comes in and asks if he can 
start cooking lunch. He asks his father if he can mow lawns". (Appendix R). 
RYAN's father commented that his son was: 
"Very, very helpful in all things". (Appendix P), since participating in the remedial 
programme. 
3. Attitude to School and Homework 
With respect to school generally (eg. school work and homework) there were changes 
noted after the advent of Remedial Intervention. RICHARD's parents noted greater 
willingness to do homework, when approached at the time of the Post-Experimental 
Questionnaire. 
" when we tell him to do it (homework), he'll do it. He wouldn't have done it 
before". (Appendix N). 
During the same interview, the parents were asked if they had noticed any differences in 
how he responds to schoolwork, homework, or school in general, since his participation in 
the Home Programme (Q2). The father commented: 
"It is better, but has slipped since the Home Programme stopped". (Appendix N). 
90 
At the Post-Experimental Interview, RYAN's father spoke of his son's increased 
willingness to do his homework, when asked the same question (Q2): 
"Well, he doesn't object to anything. I mean, if he gets homework to do, he comes 
home and he does it. He doesn't ask me either. He just comes in, gets stuck in and does it 
straight after tea. As I say, it's built his confidence up and so he's prepared to tackle it". 
(Appendix P). 
To the same question (Q2), at the Post-Experimental Interview, CHRIS's mother said: 
"Yes, he takes more interest in his work ... He's quite keen to get to school". 
(Appendix R). 
Earlier in the interview, she also said: 
"He seems keener to do things like his reading, writing and spelling". (Appendix R). 
4. Impact on Other Children 
(i) Improved Attitude to Reading by siblings. RICHARD was the only child in the 
study who had younger siblings. The "Reading Recovery" teacher at the school 
commented: 
"(RICHARD's brother) is excited when you come to hear RICHARD read. In fact 
(RICHARD's mother) told me that the other children's attitude to reading has 
improved since you've been coming". (Week 12, Section 1, of Remedial 
Intervention 1). 
(ii) Help for Other Children. A local resident, with two sons who had reading problems, 
approached the researcher. She heard of RICHARD's progress from his mother and 
requested that her sons receive similar help. 
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She commented; 
"(RICHARD's mother) says you've done wonders with RICHARD". (Week 14, 
Section 3 of Remedial Intervention 1 ). (The researcher declined this request, but 
successfully arranged for them to receive professional help elsewhere). 
The researcher also indirectly helped another family, who had heard of the study. 
The researcher trained the parents in the principles of Pause, Prompt and Praise, so 
they could help their son. 
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CHAPTER FIVE: QUANTITATIVE RESULTS 
I. TREATMENT INTEGRITY- PARENT'S TUTORING BEHAVIOUR 
Tables 2, 2a, 3, 3a and 4 and 4a present data concerning the seven measures of tutoring 
behaviour for the parents of RICHARD, RYAN and CHRIS, respectively. In Tables 2a, 3a 
and 4a the summary categories show Combined Baseline contrasted with Combined 
Remedial Interventions. The 'researcher-controlled' and 'parent-controlled' sections of 
Remedial Intervention 1 are also differentiated. 
Unfortunately, some data pertaining to the tutoring behaviour of CHRIS' parent cannot 
be presented, because of the loss of an audio-tape due to circumstances beyond the control of 
the researcher. This exception to the following comments must therefore be borne in mind. 
In almost all instances, a markedly higher mean was obtained for either Remedial 
Intervention 1 or Combined Remedial Intervention (1 and 2) than the Combined Baselines 
means. This was true of all seven measures, for all three participating parents. 
Generally, a comparison of Combined Baselines (l, 2 and 3) with Remedial Intervention 
2 reveals higher percentage means for the latter, with respect to the measures of treatment 
integrity. However, RICHARD's parent tutor reverted to delayed attention of only 50.0% 
(Table 2) and praise for self-correction of only 20.0% (Table 2a) during Remedial 
Intervention 2). 
When the parents assumed control of the Remedial Intervention (Sections 3 and 4 ), it 
was apparent that no overall reduction in mean percentage responding, in most of the 
tutoring measures, occurred. (Refer tables 2a, 3a and 4a). This was true of comparison with 
both 'Combined Baselines' and 'Research Controlled' sections of Remedial Intervention 1. 
Specifically, of the 21 means obtained during 'Parent Control', all but one (Percentage Error 
Attention for RYAN) exceeded the 'Combined Baselines' equivalent. Indeed, ten such 
'Parent-Controlled' means also exceeded (or equalled) the 'Researcher-Controlled' 
equivalents. 
TABLE 2- RICHARD'S PARENT'S TUTORING BEHAVIOUR ACROSS EXPERIMENTAL STAGES I SECTIONS: TREATMENT 
INTEGRITY 
Richard 
Ex pt. Expt. Details: 'A Delayed Tut. %Prompts % Error Att. % Praise for %Praise for %Praise f
or 
Stage Phase Atl. Used S.C.s 
P.C.s c.s.s 
I At Baseline 1 too.o 0.0 20.0 0.0 
0.0 0.0 
II 81 Remedial Intervention 1 97.5 78.0 90.4 72.7 91
.9 71.7 
(Section 1) 100.0 50.0 75.0 71.4 100.0 30.8 
(Section 2) 100.0 100.0 100.0 N.A. 100.0 81.3 
(Section 3) 90.0 81.9 100.0 66.7 80.0 88.9 
(Section 4) 100.0 80.0 86.7 80.0 87.5 85.7 
Ill A2 Baseline 2 66.7 40.0 60.0 42.9 100.0 
0.0 












(No Intervention) (No Intervention) (No Intervention) 
v B2 Remedial intervention 2 50.0 100.0 100.0 20.0 ~ 100.0 25.0 100.0 
(Section 5) 
1l1is table shows parents' tutoring behaviours including Delayed Tutor Attention, Prompts Used, Error Attention, Praise following Self-
Corrections, Praise following Prompted Corrections, Praise following Correct Sentences, and Success of Prompt across experimental 
stages all expressed as percentage of total responses in each response category. The data is derived from a random sample of taped reading 
in each experimental stage (and sections of Stage II,) for sessions conducted by RICHARD'S parents. 
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TABLE 2a. RICHARD'S PARENT'S TUTORING BEHAVIOUR SUMMARIZED ACROSS EXPERIMENTAL PHASES: 
------- --~~ -----
Richard J 
Categories: % Delayed Tut. Art. •;. Prompts Used 'I• Error Art. 
1/. Praise for S.C.s 1ft Praise for P.C.s •;, Praise for C.S.s 
Combined Baselines 83.4 13.3 26.7 27.6 50.0 0.0 
(1,2 and 3) 
Remedial Intervention 1 
: Researcher~Contro!led 100.0 75.0 87.5 71.4 100.0 56.1 
(Sections 1 and 2) 
: Parent~Controlled 95.0 81.0 93.4 73.4 83.8 87.3 
(Sections 3 and 4) 
Combined Remedial 88.0 82.4 92.3 59.5 93.5 62.3 
Interventions (1 and 2) 
TREATMENT 
INTEGRITY 






This table summarizes data from Table 2 across experimental phases. Summary categories include Combined Baselines and Combined 
Remedial Intervention. Remedial Interventions 1 and 2 are also included. 
'.f 
TABLE 3- RYAN'S PARENT'S TUTORING BEHAVIOUR ACROSS EXPERIMENTAL STAGES I SECTIONS: TREATMENT 
INTEGRITY 
R~an 
Ex pt. Ex pt. Details: % Delayed Tut. y, Prompts %Error Att. 
y, Praise for %Praise for %Praise for 
Stage Phase Att. Used 
s.c.s P.C.s C.S.s 
I A1 Baseline 1 50.0 0.0 75.0 
0.0 0.0 0.0 
II 81 Remedial Intervention 1 76.0 67.4 81.0 3
7.5 85.4 92.4 
(Section 1) 57.1 62.5 85.7 50,0 66.7 81.8 
(Section 2) 83.3 71.4 85.7 50.0 75.0 100.0
 
(Section 3) 63.6 85.7 85.7 0.0 100.0 
92.9 
(Section 4) 100.0 50.0 66.7 50.0 100.0 94.7 
. 
Ill A2 Baseline 2 75.0 100.0 100.0 0.0
 100.0 100.0 
IV A3 Sasetine 3 66.7 60.0 60,0 50.0 
100.0 33,3 
v 82 Remed:,allntervention 2 100.0 100.0 100.0 100.0 100.0 80.0 
(Section 5) 





















Categories: '!. Delayed Tut. Att. •;. Prompts Used '!. Error Att. •t. Praise for S.C.s 'I• Praise for P.C.s
 % Praise for C,S.s '!. Success of 
Prompts 
Combined Baselines 63.9 53.3 78.3 16.7 
56.7 \ 44.4 55.6 
(I ,2 and 3) 
Remedial Intervention 1 
: Researcher~Controlled 70.2 67.0 87.5 50.0 70.9 
90.9 70.0 
(Sections 1 and 2) 
: Parent-Controlled 81.8 67.9 76.2 25.0 100.0 
93.8 87.5 
(Sections 3 and 4) 
Combined Remedial 80.8 73.9 84.8 50.0 74.3 
88.3 83.0 
Interventions (1 and 2) 
This table contains data from Table 3 summarized across experimental phases. Refer to Table 2 for specific details of the measures and how 
they were obtained. 
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TABLE 4- CHRIS'S PARENT'S TUTORING BEHAVIOUR ACROSS EXPERIMENTAL STAGES I SECTIONS: TREATMENT 
INTEGRITY 
Chris 
Ex pt. Ex pt. Details: o/, Delayed Tut. •;. Prompts •;. Error Att. 1ft Praise ror •!, Praise for •;. Praise for . 
Stage Phase Att. Used s.c.s P.C,s C.S.s 
I A1 Baseline 1 66.7 0.0 75.0 0.0 0.0 0.0 
II 81 Remedial Intervention 1 97.9 85.7 84.0 80.0 81.1 90.3 
(Se<lion 1) 91.7 71.4 84,6 60.0 44.4 61.1 
(Section 2) 100.0 71.4 71.4 100.0 8(),0 100.0 
(Section 3) 100.0 100.0 80,0 100.0 100.0 100.0 
(Section 4) 100.0 100.0 100.0 60,0 100.0 100,0 
Ill A2 Baseline 2 100.0 90.5 83.8 - - -
IV A3 Baseline 3 N.A 0.0 o.o 0.0 0,0 0.0 
v 82 Remedial Intervention 2 - - - . . . 
(Section 5) 


















Categories: 'It Delayed Tut. Att. •;, Prompts Used •;, Error Att. 'It Praise for S.C.s •;, Praise for P.C.s 1ft Praise for C,S,s '/, Success of 
Prompts 
Combined Baselines 66.7 0.0 35.7 0.0 0.0 0.0 0.0 
(1 ,2 and 3) 
Remedial Intervention 1 
: Researcher~Contro!led 95.9 71.4 78.0 80.0 62.2 80.6 90.0 
(Sections 1 and 2) 
: Parent-Controlled 100.0 100.0 90.0 80.0 100.0 100.0 87.5 
(Sections 3 and 4) 
Combined Remedial - - - - - -
Interventions (1 and 2) 




A comparison of the data obtained during Remedial Intervention 1 and that obtained 
during Remedial Intervention 2, is suggestive of higher percentage means in the latter with 
respect to most treatment integrity measures. 
II. READING 
1. Continuous Measures 
(i) Rate of promotion to new stories 
As Table 5 shows, a greater rate of promotions to new stories (per week) occurred 
during Remedial Intervention 1 (0.96 and 0.81) than during Baseline 1 (0.33 and 0.56) for 
RYAN and CHRIS, respectively. Conversely, RICHARD had a marginally higher 
promotion rate during Baseline 1 (1.00), than during Remedial Intervention 1 (0.96), 
contrary to expectations. Reversals to Baseline 2 and Baseline 3 (Follow up), yielded a 
reduced mean (0.50) for RYAN, CHRIS and RICHARD (With the one exception of the 
latter Baseline 2 rate, which was 1.00). 
When Remedial Intervention 2 was implemented, the promotion rate per week (1.00 for 
all children) exceeded virtually all previous baselines. This final Intervention rate also 
exceeded Remedial Intervention 1 's rates of0.96, 0.96 and 0.81 for RICHARD, RYAN and 
CHRIS, respectively. 
A high rate of story promotion was maintained when parents assumed the major 
partnership role of conducting intervention sessions. (i.e. Sections 3 and 4). In fact, parents 
achieved a higher overall rate for RICHARD (1.00, 1.00) and CHRIS (0.83, 0.83), than did 
the researcher. Although not shown in Table 1, the combined mean (all children, all 
sections) yielded a virtually identical rate, regardless of whether the sessions were 'parent 
dominated' (0.92) or 'researcher-dominated' (0.90). 
As Table Sa shows, higher rates of promotion to a new story occurred during Remedial 
Intervention (I and 2 combined) as illustrated by the elevated means of 0.97, 0.97 and 0.85 
100 
for RICHARD, RYAN and CHRIS, respectively. The combined baselines (1, 2 and 3) 
yielded mans of 0.83, 0.44 and 0.52 for these children. Put simply, remedial intervention 
was more instrumental in the children being promoted to a new story, than was baseline. 
The criteria allowing promotion was set out in the Method section (i.e. Promotions to a new 
story occurred only when accuracy exceeded 95% and comprehension was 80% or higher). 
However, this differentiation was less distinct for one of the children, namely RICHARD. 
Graph 5 illustrates the data of Table 5 from a multiple baseline perspective. RYAN 
and CHRIS' data shows a clearer trend than RICHARD'S data, because the latter was 
promoted to a new story virtually every week, regardless of the experimental conditions in 
place. However, it is still apparent that the steady increase in RICHARD'S graph as 
Remedial Intervention 1 commenced and continued, contrasts with the much flatter profiles 
of both RYAN and CHRIS, during Baseline I. 
As RYAN commenced Remedial Intervention, his steady progression upwards contrasts 
with both his own and CHRIS' flatter profile during Baseline 1. As CHRIS started 
Remedial Intervention 1, his profile suggests acceleration of progress, as contrasted with 
both his own and RYAN's Baseline 1 profile. 
During Baselines 2 and 3, the steep incline of Remedial Intervention l is flattened 
somewhat, for RYAN and CHRIS, although remains steeper than the Baseline I profile. 
During Remedial Intervention 1, recovery is apparent for RYAN and CHRIS and the 
slope inclination recovers and even exceeds that obtained during Remedial Intervention 1. 
TAllLE 5 ·RATE OF PROMOTIONS TO NEW STORlES PER WEEK IN
 EACH EXPERIMENTAL STAGE 
-- --------
Richard Ryan Chris 
Expt. Ex pt. Details: :>: Proms Rate 





I A1 Baseline 1 3 
1.00 2 0.33 5 
0.56 
II B1 Remedial Intervention 1 21 
0.96 21 0.96 18 
0.81 
(Section 1) 4 1.00 )092 
4 100) 1.00 3 0.75}0 79 
(Sec11on 2) 5 0.83 
6 1.00 5 
0.83 . 
(Section 3) 6 1.00} 1.00 
6 1.00 ) 0.92 5 0.83 )o 83 
(Section 4) 6 1.00 
5 0.83 5 0.83 
Ill A2 Baseline 2 2 
1.00 1 0.50 1 
0.50 
. 
IV A3 Baseline 3 1 
0.50 1 0.50 1 
0.50 
(Follow Up) 
v 62 Remedial Intervention 2 ' 
(Sec11on 5) 2 1.00 
2 100 2 
1.00 
This table shows the Number ('L: Proms') and Rate of Promotional Change to a ne
w story (per week), in each experimental stage (or 
section). 
Note: In Section 1, the researcher conducted all three sessions of remedial inter
vention. He reduced his input by one session for each 
succeeding section, in favour of parent input. Therefore, hy Section 4, the parent






TABLE Sa - WEEKLY RATE OF PROI\IOTIONS TO NEW STORIES; COMBINED BASELINES vs COMBINED 
REMEDIAL INTERVENTION 
-
CATEGORIES Richard Ryan Chris 
:>: Proms Rate of Promotional ::E Proms Rate of Promotional ::Z Proms Rate of Promotional 
Change Change Change 
Comblned Baselines 6 0.83 4 0.44 7 0.52 
(1 ,2 and 3) 
Combined Remedial Intervention {1 and 2) 23 0.97 23 0.97 20 0.85 
This summary table contrasts the Rate of promotion to new stories per week during Combined Baselines with the same data during 
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TABLE 6 ·RATE OF READING LEVEL CHANGES PER WEEK IN EACH EXPERIIHENTAL STAGE 
Richard (8- 9J Ryan (<8) Chris (8) 
Expt. Stage Expt. Phase Details t RL NewRL Rate or RL t RL NewRL Rate of RL t RL NewRL Rate of RL 
Proms. Change Proms. Change Proms Change 
I AI Baseline 1 +1 8.5. 9.5 0.33 0 . 0.0 0 . 0.0 
II B1 Remedial Intervention 1 +4 0.18 +4 0.18 +4 0.18 
(Section 1) +1 9-10 0.25}0 29 +1 8 0.25 }o 21 0 . 0·0 }o o9 (Section 2) +2 9.5-10.5 0.33 . +1 8. 9 0.17 .. +1 8. 9 0.17 . 
(Section 3) 0 . g:~7}o 34 
+1 8.5. 9.5 0.17}0 17 +2 8.5-+9.5, 9-10 0.33}0 25 (Section 4) +1 11 • 13 +1 9 ·10 0.17 . +1 9.5 ·10.5 0.17 . 
Ill A2 Baseline 2 0 . 0.0 +1 0.50 0 0.0 
IV A3 Baseline 3 0 . 0.0 0 0.50 -1 9 ·10 -0.50 
(Follow Up) 
v B2 Remedial Intervention 2 
(Seclion 5) +2 12 ·14 0.50 0 0.0 0 . 0.0 
This table shows the number of School Journal reading level promotions (or demotions) for each experimental stage (or section). This includes the 
Total Reading Level Promotions(' l: RL Proms.'), Rate of Reading Level Changes per Experimental Stage/Section, as well as final level attained ('New 
RL'). The initial reading level is in parentheses beside each child's name. 
-0 -
TAilLE 6a - RATE OF READING LEVEL CHANGES PER WEEK; COMiliNED IlASELINES vs COMiliNED 
REMEDIAL INTERVENTIONS 
CATEGORIES Richard Ryan Chris 
::;: Proms Rate of RL 2: Proms Rate or RL ::;: Proms Rate of RL 
Change Change Change 
Combined Baselines 1 0.14 1 0.10 -1 -().10 
(1,2 and 3) 
Combined Remedial Intervention (1 and 2) 5 0.21 4 0.17 4 0.17 
This table shows reading level promotions (or demotions) per week summarized across experimental phases. This includes the same 
measures as in Table 6, except final level attained. 
The summary table contrasts the Rate of Promotions (or demotions) to a different reading level during Combined Baselines with Com-




(ii) Rate of reading level change 
Table 6 clearly shows that RYAN and CHRIS had a higher rate of promotion to a new 
reading level during Remedial Intervention 1 (0.18), than during Baseline 1 (0.0). 
RICHARD, however, proved an exception with a higher rate during Baseline 1 (0.33), than 
during Remedial Intervention 1 (0.18). 
During Baseline 2 and 3 (Follow up), the rate of level promotion was either zero 
(RICHARD) or negative (CHRIS). (A 'Negative" promotional rate means that CHRIS was 
demoted below his current reading level on the basis of the current story being too difficult). 
However, RYAN attained a rate of0.50 for both baselines. During the 5 stages of the study, 
RICHARD made the greatest gains in reading level from 8-9 years to 12-14 years. RYAN 
and CHRIS made similar gains. RYAN progressed from a reading level of below 8 years to 
one of 9-10 years. CHRIS improved from a level of 8 years to one of 9-10 years. 
The rate of gain during 'parent-dominated' (sections 3 and 4) intervention was even 
better than obtained during 'researcher-dominated' (Sections 1 and 2 of intervention when 
viewed globally. Although not shown in Table 6, the combined mean (all children, all 
sections) yielded a rate of0.25 for 'parent-dominated' sections (3 and 4) compared with that 
of 0.20 for 'researcher-dominated' sections (I and 2). These rates refer to rate of promotion 
to higher levels per week. 
Table 6a shows that the overall rate of reading level promotion during Remedial 
Intervention (I and 2) exceeded the mean rates during baselines (1, 2 and 3). This was true 
for all children with intervention mean rates of 0.21, 0.17 and 0.17. The baseline 
equivalents were 0.14, 0.10 and -0.10. The latter mean reveals that CHRIS actually lost 
ground overall during baselines. 
2. Non-Continuous Measures 
(i) Progressive Achievement Tests (Comprehension and Vocabulary). As explained 
earlier (in the Method section), these were used solely to aid in the selection process. 
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No results are presented, as re-testing was discouraged as a valid measure of reading 
improvement. (Test's Manual). 
(ii) Inventory of Most-Liked Story Topics 
As this was administered once to ensure each child was presented with stories of 
particular interest to him, no results are presented. Appendix C provides the blank form 
used. 
III. WRITTEN EXPRESSION 
1. Continuous Measures 
With reference to Tables 7, 7a and 7b, the measures included: 
(i) Total Words Written 
(ii) Total Accurate Words Written 
(iii) Percentage Accurate Words Written (expressed as a percentage of Total Number of 
Words Written) 
(iv) Mean Words Written Weekly ('Mean'). 
The measures were assessed at either school or home. By combining data for both of 
these settings, 'Combined' data were obtained for each of the four measures noted above. 
In the Tables 7, 7a and 7b these are coded as ':E:E ', z:-/z:-1 ', '%-/%-/' and 'Mean', 
respectively. 
The 'Home' data refers to written expression completed as part of the 'Home 
Programme' or Remedial Intervention. The 'School' data refers to work completed in the 
classroom for the children's teacher. 
There were no writing data collected for Stage V (Remedial Intervention 2), because 
Remedial Intervention 2 included only reading. 
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With respect to Table 7a, all the children were writing very little for their teachers (at 
school) during Stage I (Baseline 1). This was especially true for RICHARD, who had 
written virtually nothing (four words in three weeks). 
During the course of Remedial Intervention I, the children wrote more at home for the 
Home Programme, than they did during the same period at school. In the case of two 
children (RICHARD and CHRIS) the difference in weekly means was large. These boys 
wrote 96.4 and 147.6 words per week at school, yet wrote 319.5 and 238.9 at home over the 
course of Remedial Intervention 1 (Table 7). 
TADLE 7- MEAN NUMBER AND ACCURACY OF WORDS WRITTEN AT HOME AND CONCURRENTLY AT SCHOOL ACROSS 
EXPERIMENTAL STAGES 
------- --------- ------------ -~ --
-~~~ ---- --- . ~-- .. 
RICHARD 
--
SCHOOL HO~IE COMBI:-!Ell 
Ex pl. E:s:pr. 
Mean t-.-fean Metom 
Stage Phase Details 
::;:: ::;::v' %./' words per ::;:: ::;::v' %./ wonts per ::;::::;:: ::£.,/:£,/ %./ "/o ./ words per 
week week week 
I AI Bnscline 1 4 3 75.0 1.3 - - - - - - - -
II Ill Remedial 2120 20110 94.3 96A 7030 6846 97.4 319.5 9!50 8846 96.7 415.9 
Intervention 1 
(Section 1) 109 105 96.3 27.3 681 671 98.5 170.3 790 776 98.2 197.5 
(Section 2) 383 351 91.6 63.8 1699 1668 98.2 283.2 2082 2019 97.0 347.0 
(Section 3) 555 527 95.0 92.5 2501 2427 97.0 416.8 3056 2954 96.7 509.3 
(Section .f) 1073 1017 94.8 178.8 2149 2080 96.8 358.2 3222 3097 96.1 537.0 
Ill A2 Baseline 2 186 184 9~.9 93.0 - - - - - - - -
IV A3 
Baseline 3 418 410 98.1 209.0 
(Follnw Up) 
- - - - - - - -
I, !ll, IV Al,A2,A3 Comhinecl naselines GOR 597 98.2 86.9 - - - - - - - -
RYAN 
SCHOOL HOME COMO!NED 
Ex pl. Expt, 
Mean Me11n 1\fean 
Stngc Ph:ISC Ocl
ails ::;:: ::i::v' o/n .,1 words per ::;:: ::i::v' %.t' wnnh per ::;::::;:: L..I::E./ %./%./ wonh per 
week week week 
I AI naseline 1 114 106 93.0 16.3 - - - - - - - -
II Bl Rcntccli:ll 4062 3764 92.7 184.6 4385 4266 97.3 199.3 8447 8030 95.1 384,0 
Intervention 1 
(Section 1) 113 113 100.0 28.3 489 488 99.8 122.3 602 601 99.8 150.5 
(Scclinn 2) 1657 1480 89.3 276.2 1152 1121 97.3 192.0 2809 2601 92.6 468.2 
(Section 3) 108!) 1034 95.2 181.11 1320 t2li3 97,2 2211.11 2406 2317 96.3 401.0 
(Sec lion .f) 1206 1137 94.3 201.11 1424 1374 %.5 237.3 2630 2511 95.5 438.3 
III A2 Da.~clinc 2 694 668 96.3 347.0 - - - - - - - -
IV A3 
Baseline 3 408 41l2 98.5 204 - - - - - -
(Fnllnw Up) 
- -






CHRIS (Continued from previous page) 
SCHOOL HOME COMBINED 
Ex pl. Expl. 
Mean Mean ~Iean 
Singe Phase 
Details :E :;:,r o/o ./ words per :E :;:,r %./ words per :E:E :E ,r:;: ,r %./%./ words per 
week week week 
I A1 Baseline 1 168 152 90.5 18.7 - - - - - - - -
II B1 Remedial 3248 2923 90.0 147.6 5256 5098 97.0 238.9 8504 8021 94.3
 386.5 
Intervention 1 
(Section 1) 578 521 90.1 144.5 736 724 98.4 184.0 1314 1245 94.7 328.5 
(Section 2) 1031 928 90.0 171.8 1760 1708 97.1 293.3 2791 2636 94.4 465.2 
(Section 3) 807 732 90.7 134.5 1775 1708 96.2 295.8 2582 2440 94.5 430.3 
(Section 4) 832 742 89.2 166.4 985 958 97.3 164.2 1817 1700 93.6 302.8 
lii A2 Baseline 2 325 265 81.5 162.5 - - - - - - - -
IV A3 
Baseline 3 261 217 83.1 130.5 
(Follow Up) 
- - - - - - - -
I, Ill, IV AI,A2,A3 Comhincd Baselines 754 634 84.1 58.0 - - - - - - - -
In this table mean number results have the symbol ':E', Percentage col'l'ect is shown as•o;,,r•, Combined means use these symbols in combination . 
..... 
0 __, 
TAIJLE 7a: MEAN NUMI3ER AND ACCURACY OF WORDS CONCURRENTLY WRITTEN AT HOME AND AT SCHOOL SUMMARIZED 
ACROSS EXPERIMENTAL PHASES 
-~ 
RICHARD 
SCHOOL HOME COMBlNED 
Categories: ::;: ::;:< o;" ./ Mean ::;: ::;:< "/u ./ Mun ::;:::;: 
::;:..1::;:< %V %../ Mean 
Combined Baselines (1,2 nnU 3) 602 588 97.7 86.0 - . . . - - . -
Remedial 
lnlcrvcntiolt l 
: Rc.s-earcher~Conlrnlled 492 456 
(Sections l and 2) 
92.7 45.6 1380 2339 98.3 226.8 2872 2795 97.3 272.3 
: PllrentMControllcd 1628 1544 94.8 135.7 4650 4507 96.9 387.5 6278 6051 96.4 523.2 
(Sections 3 and 4) 
RYAN 
SCHOOL HOiV!E COMBINED 
C:1tegorics: ::;: ::;:< "/n ./ Mean ::;: ::;:< o;., ./ Me:~;n ::;:::;: ::s Y"::E ./ %./ C>/u ./ Mean 
Cumhinl!tl nusl!!incs (1,2 unil3) 1288 1244 96.6 128.8 - . . . . - . . 
Rcmc!liul 
Tntcrvcntinn I 
: Researcher-Controlled 1770 1593 
(Sections I and 2) 
90.0 151.3 1641 1609 98.0 157.2 3411 3201 93.9 309.4 
: ParenlMControlled 2292 1171 94.7 191 1744 1657 96.8 22R.7 5036 4R2R 95.9 419.7 
(Section.~ 3 and 4) 
-
CHRIS 
SCHOOL HOME COMBINED 
Categories: ::;: ::;:< %./ Me:~n ::;: ::;:< "/n ./ Mcsn ::;:::;: 
:E..IL./ '%./%./ Me .an 
Combined Baselines (1,2 and 3) 771 647 R3.9 59.3 - . . . . . . -
Remedial 
Intervention I 
: Rc!il!:tn:hcr-Cnnlrollctl 1609 1449 90.1 158.2 1496 
(Scctinns I anti 2) 
1432 97.4 238.7 4105 3RR1 94.5 396.9 
: l'arcni-Conlrollctl 1639 1474 89.9 1511.5 2760 2666 96.6 230.0 4399 4140 94.1 366.6 
(Sections 3 nnd 4) 





TABLE 7b (i) (RICHARD): MEAN NUMBER AND ACCURACY OF WORDS WRITTEN A THOME AND CONCURRENTLY 
AT SCHOOL ACROSS EXPERIMENTAL WEEKS 
SCHOOL HOME co~rnrNED 
Expt Expt 
Del nils \\'eek :;:: z.r %v' :;:: z.r %./ :;:::;:: :;:,r:;::,r % v' % .,1' 
Stage Phase 
I AI BASELINE l 1-3 4 3 75.0 - - - - - -
II Ill RE~fED!AL !NT.! 4 21 18 85.7 182 181 99.5 203 199 98.0 
(Section I) 5 17 17 100.11 217 212 97.7 234 229 97.9 
6 71 711 98.6 118 111 99.2 IS9 181 98.9 
1 0 - - 164 !61 98.2 164 161 98.2 
II Bl REMEDIAL INT. I 8 0 - - 129 128 99.2 129 128 I 99.2 
(Section 2) 9 tl - - 334 328 98.2 334 328 98.2 
Ill 14 13 92.9 251 248 98.8 265 261 98.5 
ll 18 18 !00.0 304 300 98.1 322 318 98.8 
12 210 191 91.0 4011 393 9R.3 610 584 95.1 
13 141 129 91.5 28! 211 96.4 422 400 94.8 
II Ill REMEDIAL INT.! 14 911 81 90.0 388 381 98.2 418 462 96.7 
(.Sed inn 3) 15 IJI 125 95.4 451 439 97.3 582 564 96.9 
16 57 52 91.1 424 4(11) %.5 481 •lfi I 95.H 
17 Ill 10 100,0 267 249 93.3 277 259 93.5 
18 240 233 97.1 61l3 599 99.3 843 832 98.7 
19 27 26 96.3 368 3511 95.1 395 376 95.1 
II Ill REMEDIAL INT. I 211. 2JR 229 96.2 522 499 95,6 760 728 95.8 
(Section 4) 21 2R9 271 95.8 378 362 95.8 667 639 95.8 
22 46 43 93.5 122 117 95,9 !68 160 95.2 
23 20 17 85.0 416 408 98.1 436 425 97.5 
24 3R! 356 93.2 370 358 96.8 752 714 94.9 
25 98 95 96.9 341 330 98.5 439 431 98.2 
Ill A2 BASELINE 2 26 92 91 98.9 - - - - - -
21 94 93 98.9 - - - - - -
//// //// 10 WEEK BREAK II" EXl'Ef. !MENTATlO N /// //// //// //// //// //// 1//// /// 
IV A3 BASELINE J 38 99 97 98,0 - - - - - -




TABLE 7b (ii) (RYAN): MEAN NUMBER AND ACCURACY OF WORDS WRITTEN AT HOME AND CONCURRENTLY 
AT SCHOOL ACROSS EXPERIMENTAL WEEKS 
SCHOOL HOME CO~ !DINED 
E.:~:pt Expt nct:J.ils Week :;: :;:.; %./ :;: :;:.; %./ :;: :;:.; IY,I ./ 
Stage Phase 
1 I AI llASELINE l 1-7 114 106 93.0 . I . . . I . I . 
II ill REMEDIAL INT.! 8 0 . . 72 72 100.0 72 72 100.0 
(Section 1) 9 0 . . 188 187 99.5 188 187 99.5 
10 56 56 100.0 120 120 100.0 176 176 100.0 
I 11 57 57 100.0 109 109 100.0 166 166 100.0 
II ill REMEDIAL INT.! 12 315 265 84.1 J 99 193 97.0 514 I -l58 89.1 
(Section 1) 13 121 118 97.5 154 148 96.1 275 266 96,7 
14 462 371 80.3 156 155 99.4 61R 526 85.1 
15 290 178 95.9 170 164 96.5 4611 442 96.1 
16 121 119 98.3 192 285 97.6 . 413 404 97.8 
17 3·18 329 94.5 181 176 97.1 529 505 95.5 
II ill REMEDIAL INT.! 18 54 52 96.3 156 153 98.1 1111 I 205 97.6 
(Section 3} 19 482 458 95.0 389 383 98.5 871 841 96.6 
111 79 78 98.7 182 179 98.4 26 I 157 98.5 
21 19 I 172 90, I 100 191 95.5 391 3MI 94.1 
12 138 130 94.2 189 180 95.2 327 310 94.8 
23 142 139 97.9 204 197 96.6 346 336 97.1 
IT Ill REMEDIAl, INT.! 24 259 247 95.4 176 168 95.5 435 415 95.4 
(Sectinn 4) 25 88 84 95.5 311 298 95.8 399 382 95.7 
26 0 . . 324 315 97.2 324 315 97.2 
27 2111 208 99.0 251 244 97.2 461 452 98.0 . 
28 4411 4211 %.5 16() 154 l)fi.:\ 600 574 95.7 
29 2119 178 85.2 2112 195 %.5 411 373 90.8 
lll A2 BASELINE 2 311 422 397 94.1 . . . . . . 
31 272 271 99.6 . . . . . . 
L_//~ /// I 0 WEEK BREAK I EXPEl !MENTA TIC N // //// ////, ////, / / // / / , ////, ,'// / ,./·/ ~/ // 
IV A3 BASELINE 3 42 208 2115 98.6 . . . . :_I . . (F'nllnw Up) 43 1fl0 197 IJH.5 
' 







TABLE 7b (iii) (CHRIS): MEAN NUMBER AND ACCURACY OF WORDS WRITTEN AT HOME AND CONCURRENTLY 
AT SCHOOL ACROSS EXPERIMENTAL WEEKS 
\ SCHOOL HOME CO~InTNED 
Expt Expt 
Details Week :E :E>" nj,, .,/ :E :E>" %./ :E :E>" %./ 
Stage Phase 
1 AT DASELINE I 1-9 168 152 
I 
90,5 - - I - - - I -
II Ill REMEDIAL TNT.! 10 109 93 85.3 150 144 96.0 259 I 237 91.5 
(Scctinn t) II 162 ISO 92.6 180 178 98.9 341 318 95.9 
12 107 95 88.8 166 166 100 173 261 95.6 
13 100 183 91.5 140 136 98.3 440 419 95.2 
II Dl REMEilTAL INT.! 14 130 120 92.3 356 344 96.6 486 464 95.5 
(Section 2) 15 10 9 90.0 255 153 99.2 265 262 98.9 
16 390 346 88.7 299 290 97.0 689 636 92.3 
17 279 261 93.5 368 353 95.9 647 614 94.9 
IH 33 28 84.8 190 188 98.9 123 216 96,9 
19 189 164 86.8 192 280 96.0 481 444 92.3 
II Dl REMEDIAL INT.! 211 184 170 92.4 2114 194 95.1 388 364 93.8 
(Section 3) 21 173 161 93.1 168 162 96.4 341 313 94.7 
21 58 56 96.6 256 248 96.9 314 304 96.8 
13 7 5 71.4 356 341 95.8 363 346 95.3 
24 246 229 93.1 522 501 96.0 768 730 95.1 
25 139 111 79.9 269 261 97.4 408 3 7.1 91,4 
II Dl REMEDIAL INT. I 26 67 63 94.0 157 152 96.8 224 215 I 96,0 
(Section 4) 27 90 88 97.8 198 189 95.5 288 277 96.2 
2H 85 62 12.1) 116 113 97.4 201 175 87.1 
29 127 !24 97.6 224 218 97.3 351 342 . 97.4 
311 ARSf.NT 60 60 IIIII 611 60 100.0 
31 463 ..j05 87.5 230 226 9R.J 693 631 91.1 
Ill A2 DASELINE 2 32 72 69 95.8 . - - - - -
33 253 196 77.5 - - - - - -
///, /// 10 WEEK DllEAK Ir EXPEl !MENTA TIC N // V/// VL//. v // V, ////. ///// // v // /// 
IV AJ BASELINE 3 44 113 173 81.2 - - - - - -
(Follow Up) 45 48 44 91.7 - - - - - --
---
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An examination of the school data for the individual sections (1 to 4) of Remedial 
Intervention 1 reveals progressive gains from Baseline 1 to Remedial Intervention 1 for two 
of the children (RYAN and RICHARD). The trend was less clear for CHRIS, although the 
tendency was for a gradual increase in amount written. 
During the duration of Remedial Intervention 1, Table 7 shows that the children wrote 
considerably more at school for their teachers, than they did during Baseline 1. Even the 
child who increased the least (CHRIS) was writing almost eight times more at school each 
week during Remedial Intervention 1 (14 7 .6), than he did at school during Baseline 1 
(18.7). As the study progressed, the children's tendency to write more at school persisted 
even during the later Baselines (i.e. 2 and 3), which attenuated the Intervention - Baseline 
differential. However, overall the children still wrote more at school when Intervention at 
home was occurring. (Combined Baselines means were 86.0, 128.8 and 59.3 vs. Remedial 
Intervention means of96.4, 184.6 and 147.6, respectively. 
During Baseline 2, following the withdrawal of Remedial Intervention 1, all three 
children maintained writing levels at school far in excess of their initial baseline levels. 
(During Baseline 2, the weekly means were 93.0, 347.0 and 162.5 for RICHARD, RYAN 
and CHRIS, respectively). 
During Follow Up (Baseline 3), although there were decreases in mean amount written 
for RYAN (204.0) and CHRIS (130.5), the level was still far greater than at the children's 
initial baseline (Table 7). 
When the data (school and home) are examined in Table 7, generally a progressive 
increase is apparent across the sections of Remedial Intervention 1 for two of the children 
(RICHARD and RYAN). With the other child (CHRIS), some degree of fluctuation is 
apparent for the same data, although an upward trend is apparent. 
At Baseline 1, the children were writing minimal amounts, as noted, but with quite high 
accuracy (for example, 93.0% and 90.5% for RYAN and CHRIS). Following intervention 
major increases in quantity have occurred, while maintaining the accuracy level. 
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Table 7a contains the same data as in Table 7, but with measures condensed into two 
categories and two sub-categories. Specifically, the three baselines are combined to form a 
'Combined Baselines' category. The other category is called 'Remedial Intervention 1' and 
is comprised of the combined data of all sections of Stage II. The two sub-categories are 
coded as 'Researcher-Controlled' and 'Parent-Controlled'. The first sub-category consists 
of the data from Sections 1 and 2 when the researcher conducted all (Section 1) or most 
(Section 2) sessions of Remedial Intervention. The second sub-category consists of data 
from Section 3 and 4, when the parent conducted all (Section 3) or most (Section 4) of the 
sessions of Remedial Intervention. 
A comparison of writing completed at school from the two categories shows that a 
greater weekly output of written work occurred during Remedial Intervention at home, than 
during Baseline. This was especially true for CHRIS, where the difference was marked. 
(59.3 vs 150.8 Mean Words Written). 
An examination of the sub-categories in Table 7a shows that, generally, the output of 
work at school was greatest when the parents were conducting most or all of the sessions of 
Remedial Intervention. This tendency was especially noticeable for RICHARD, and quite 
strong for RYAN. Specifically, the mean weekly output was 135.7 (parent-controlled) and 
45.6 (researcher-controlled) for RICHARD, and 191.0 and 152.3 for RYAN. (CHRIS, 
however, was the exception, with respective means of 150.5 and 158.2). 
The pattern noted above was also true as regards the output of written expression at 
home. That is, more was written while the parents were conducting most or all of the 
sessions of Remedial Intervention. This same pattern was true for the combined data 
(school and home). 
The accuracy data (Table 7a) showed no clear pattern of change from baseline to 
intervention. The children's baseline accuracy was already quite high (97.7%, 96.6% and 
83.9%) and during intervention the corresponding means were 94.4%, 95.0% and 90.5%, 
respectively for RICHARD, RYAN and CHRIS. Within the Remedial Intervention phase, 
Table 7a shows that there were only minimal changes in accuracy between 'researcher-
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controlled' sections (Sections 1 and 2) and 'parent controlled' sections (Sections 3 and 4). 
Generally quite high levels of accuracy were maintained during the intervention phase. 
Table 7b contains weekly data from the experimental phases, as shown in Table 7. In 
other words, Table 7b allows micro-analysis of Table 7's data. The weekly data reveals 
wide fluctuations, within each experimental phase. This is true of all three types of data 
(school, home and combined) and all three children. 
As mentioned earlier, in general, there was a steady increase in amount written, as the 
intervention progressed. In Section 1, where the least was written (apart from baselines), 
the least fluctuation is apparent for RICHARD and CHRIS. Greater fluctuation was 
evident, as the amount written increased. However, to control for increasing amounts 
written, an index of fluctuation could be calculated, in each section, by use of this formula: 
Highest Weekly Total- Lowest Weekly Total x 100 
Total Written per Section 1 
Using this formula, CHRIS' amounts written showed a gradual acceleration (13.8%, 
16.7%, 17.6% and 34.8% for Sections 1, 2, 3 and 4 respectively). Note the doubling 
between the last two sections. RICHARD's combined totals accelerated between Sections 1 
and 2 (8.9% and 23.1%), then levelled off for the last two sections (18.5% and 18.4%). No 
trend was apparent for RYAN (19.2%, 12,2%, 27.5% and 10.5%). 
2. Intermittent Measures 
(i) Dunedin Spelling Test (Percent Spelling Accuracy) 
(ii) Percent Accuracy of Spelling Words taken from Personal Spelling Lists 
As Table 8 shows, RICHARD showed considerable progressive gains, over the course 
of study. While his first percentage score of 34.0 was below that expected for his age, his 
final score of 56.0 was "average" (according to Age norms for the Dunedin Spelling Test). 
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While RYAN and CHRIS made large gains, their final scores (24.0 and 30.0 respectively) 
did not qualifY as "average" for their respective age groups. 
Table 8a showed that all three children made gains between the first and second 
administrations of the test. However, there was an attenuation between the second and third 
administrations. CHRIS showed the smallest attenuation (62.0 to 50.0). RICHARD and 
RYAN showed quite a marked reduction of scores. Specifically, RICHARD declined from 
78.0 to 58.3, while RYAN declined from 66.0 to 45.8. 
IV. ORAL LANGUAGE 
Table 10 presents the data relating to oral language, specifically by verbal responses to 
the Record of Oral language (R.O.L.) by the primary participants. The children were 
required to recall (verbatim) sentences and phrases read out to them (percentage recall was 
the dependent variable). There were two parts to the R.O.L. The first part consisted of 
'Level Sentences', specifically Levels 1, 2 and 3 ('Ll ', 'L2', and 'L-3', respectively in the 
following table). The second part of the R.O.L. consisted of 'Diagnostic Sentences' which 
were of five types; Imperatives ('I'), Questions ('Q'), Negatives ('N'), Phrases ('P') and 
Clauses ('CI'). A summary score ('E') is given, which is also expressed as a percentage of 
the highest possible recall score ('%'). A grand summary score ('LL') of both test parts is 
given which is also expressed as a percentage of the highest possible combined score. An 
examination of this last mentioned overall data reveals a substantial increase from the first 
to the last administrations of the R.O.L. 
TABLE 8 PERCENT SPELLING ACCURACY FOR THREE SUCCESSIVE ADMINISTRA
TIONS OF THE DUNEDIN 
SPELLING TEST 
RICHARD RYAN CHRIS 
Ad mlrlt;trntioo: % Com>ct % Coooct 
')(,COrrect 






This table shows means for percent spelling nccuracy resulting from three six monthly administrations of th
is measure specifically at the 
start of the study, during Stage II and at the end of the study. Parts A and B were alternately administered. 
--0\ 
TABLE Ba - PERCENT ACCURACY OF SPELLING WORDS TAKE
N FROM PERSONAL SPELLING LISTS OVER 
THREE SUCCESSIVE ADMINISTRATIONS 
RICHARD RYAN 
CHRIS 
Mmlnlslmllon: 'j(, Correct 









This table derives from the children's accurate recall of a random selection o
f words misspell in written work in both settings. Administra· 
tions occurred during and at the end of Stage II, as well as at the end of the 
study. 
,... --..1 
TABLE 9 · INTER-OBSERVER AGREEMENT ('ON TASK' BEHAVIOUR) 
EXPERIMENTAL WEEK OBSERVER 'l6 INTEJl.OBSERVEA AGREEM
ENT 
YOO( 1: (A or B) Room 1 Aoom2 
1 A 87.1 
NA 
5 A 91.6 
6 A 76.9 
7 A 93.3 
9 A 93.4 
YOOf 2: I 
11 A 95.6 
97.1 I 
12 A 9.5.6 
. 






18 A 100.0 
100.0 . 
20 A 100.0 
92.0 
24 A 96.3 
89.0 
26 B 66.8 
. --
27 B 92.5 
95.0 00 
EXPERIMEIITAL WEEK OBSERVER 
% INTER-OBSEJl\IEJl AGREEMENT 








32 B 90.0 
92.6 
33 A 90.0 
94.0 ' 
48 B 94.0 
96.3 
47 A 95.0 
96.7 
This table shows Inter-observer agreement of pairs of observers' assessments of 'On Task' behaviour. The 
researcher and one of two observers 

















RECORD OF ORAL LANGUAGE; PERCENTAGE CORRECT SENTENCE
 REPETITION ACROSS 
THREE SUCCESSIVE ADMINISTRATIONS 
RICHARD 
L1 l2 L3 ll % I a N 
p Cl lJ ')(, llll 
14 13 7 34 81.0 6 14 14 
9 17 60 73.2 94 
14 14 12 40 95.2 10 18 
14 13 19 74 90.2 114 
14. 14 11 39 92.9 10 19 15 12 
19 75 91.5 114 
RYAN 
L1 l2 L3 ll ')(, I a N 
p Cl ll % llll 
14 13 13 40 95.2 8 17 
11 10 13 59 72.0 99 
14 12 13 39 92.9 9 
19 18 10 19 n 93.9 116 
13 12 13 38 90.5 10 17 
14 13 21 75 91.5 113 
CHRIS 
L1 l2 L3 ll ')(, I a N 
p Cl ll ')(, llll 
14 14 11 39 92.9 9 20 
14 13 17 73 89.1 112 
14 12 12 38 90.5 9 20 
14 10 20 73 89.1 111 
14 14 13 41 97.8 9 20 
18 13 22 eo 97.8 121 
This table presents data for percentage correct sentence repetition, using level sentenc
es and diagnostic sentences of the R.O.L which was 
administered at six monthly intervals, at the start of the study, during Stage II and at t

















The children already had reasonably high R.O.L. percentage scores ranging from 75.8 to 
90.3 at the first administration during Baseline I. At the second administration, during the 
course of study, these percentages scores had increased to 91.9, 93.5 and 89.5, respectively 
for RICHARD, RYAN and CHRIS. At the third administration, at the end of the study, 
there was minimal change in the percentage scores of RICHARD and RYAN (91.9 and 91.1 
respectively), while CHRIS showed a further gain of 8.1 to 97.6. 
V. CLASSROOM OBSERVATION 
1. Continuous Measures 
(i) Percentage Inter-observer Agreement (Concerning Classroom Behaviour) 
With reference to Table 9, inter-observer agreement was calculated using the formula 
employed by Wasik, Senn, Welch and Cooper (1969) (cited by Ballard and Glynn, 1975). 
Specifically, the number of time intervals, multiplied by 100. 
When the researcher worked in conjunction with Observer A, inter-observer agreement 
ranged from 76.9% to I 00.0%, with an overall mean of 94.2% (93.1% in Room I and 95.8 
in Room 2). When the researcher worked in conjunction with Observer B, inter-observer 
agreement ranged from 90.0% to 96.3%, with an overall mean of93.0% (92.1% to Room I 
and 94.6% in Room 2). 
(ii) Mean Percentage 'On Task' Behaviour 
Table 11 shows a marked increase in percentage 'On Task' behaviour by Classroom 1 
primary participants (RICHARD and RYAN) from Baseline I to Remedial Intervention I. 
Baseline I percentage 'On Task' scores were 40.0 and 61.1 and Remedial Intervention I 
scores were 78.9% and 82.9%. In comparison, two of the contrast participants (GLEN and 
ONNY) show little change between Baseline I percentage scores (93.9 and 68.1) and 
Remedial Intervention 1 (89.6 and 69.5). The third contrast participant in Classroom I 
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(TANE) showed a more major mcrease (+18.9%) between Baseline 1 (55.9%) and 
Remedial Intervention 1 (74.8%). 
Table 12 shows data for Classroom 2 children. In Classroom 2, CHRIS' Percentage 'On 
Task' behaviour increased from 71.0% during Baseline 1 to 88.9% during Remedial 
Intervention 1. Because Chris changed classrooms between Baseline 1 and Remedial 
Intervention 1, no contrast data are available ('NA ') for WIREMU who was selected after 
the shift. 
Tables 11a and 12a present much of the detailed data from Tables 11 and 12 in 
condensed form. As Table 11a shows, when the three baselines are combined, a 
comparison with Remedial Intervention 1, Remedial Intervention 2, and Combined 
Remedial Intervention suggest higher Percentage 'On Task' Behaviour for both Classroom 
1 primary participants (ranging from +10.6 to +13.0) than for GLEN and ONNY, two of the 
contrast participants (ranging from -38.3 to -3.2). However, the third contrast participant 
(TANE) showed a marked gain in Percentage 'On Task' Behaviour (+30.0). This was 
greater than gains made by the primary or other control participants. In Classroom 2, Table 
12a shows a greater increase in responding for CHRIS, than for WIREMU, the contrast 
participant. 
As Tables 11 and 12 reveal, on Follow Up (Baseline 3) after a lapse in experimental 
activity often weeks, RICHARD's and CHRIS' increased Percentage 'On Task' responding 
was maintained. In fact, responding continued to increase for two primary participants 
(RICHARD and CHRIS). However, although responding did decrease (-20.0%) for RYAN, 
the Baseline 3 mean of 67.5% was still greater than that obtained during Baseline 1 (61.1 %). 
When parents assumed majority (or total) control of conducting sessions of Remedial 
Intervention, the high level of 'On Task' classroom behaviour was maintained for all three 
primary participants. 
TABLE 11- MEAN PERCENT'ONTASK' BEHAVIOUR ACROSS EXPERIMENTA
L STAGES (RICI-IARD, RYAN 
AND THREE CONTRAST CHILDREN) 
EXPERlMENTAL STAGES/PHASES B!CHARD RYAN 
GLEN TANE OHNY 
Expt Sta(Je El<pl PhaGe !JOOllls: %On Task 
%On Task %On Task %On Task %On T
ask 
I A.1 Baseline 1 40.0 
61.1 93.9 55.9 68
.1 
II B1 Remedial Intervention 78.9 
82.9 89.8 74.8 89.
5 
1 
Section 1 71.0 }75 2 73·8 }82.2 
80.0 75.1 58.2 
Section 2 79.3 •. 90.8 
92.8 92.3 77.7 
Section 3 !::~ }82.7 ::~ }83.5 
92.2 87.6 73.9 
Section 4 93.3 
84.2 68.3 
Ill A2 Be•ellne 2 80.0 
87.5 93.3 48.4 
81.7 
IV A3 Baseline 3 85.0 
87.5 100.0 30.0 
70.0 
(Follow Up} 





This table shows mean percent 'On Task' classroom behaviour('% On Task') of two prima
ry participants (RICHARD and RYAN) and three contrast 
participants (GLEN, TANE and ONNY), who were in Room l for both experimental years. 
Data are included for all experimental stages (I .. V) of the 
study. Direct comparison of RICHARD's data with that of the contrast participants is po
ssible because the former's experimental format has been 
superimposed on the data of the contrast children, despite the fact these children were really
 undergoing in effect, continuous baseline. The data from 
this table is rearranged in summary form in the next table (Table 1 Oa). -N 
w 
TABLE lla • MEAN PERCENT 'ON TASK' BEHAVIOUR SUMMARIZED ACROSS EXPER
IMENTAL PHASES 
(RICHARD, RYAN AND THREE CONTRAST CHILDREN) 
--
RICHARD RYAN GLEN TANE 
ONNY 
ClOOgorlo6: Mean %Change Mean %Change Moon %Chang
e Moon %Change Moon 
Combined Bru;ellnes 68.3 . 72.0 . 95.7 . 44.6 . 73.3 
(1, 2 and 3) 
Remedial 76.9 +10.8 82.9 +10.9 89.6 
-6,1 74.8 +30.0 69.6 
lnte<VenUon 1 
Remedial 80.0 +11.7 85.0 +13.0 
92.5 -3.2 70.0 +25.2 35.0 
lnteNentlon 2 
Combined Remedial 79.1 +10.8 83,3 +11.3 
90.0 ·5.7 73.8 +29.0 62.6 
lnte<Vsntlon 
(I and 2) 
' 






This table shows mean percent 'On Task' behaviour ('Mean') as mean percent change In 
'On Task' behaviour ('% Change') for two primary 
participants (RICHARD. and RYAN) and three contrast participants (GLEN, TANE and ONNY),
 who were In Room 1 for both experimental years, 
summarized across experimental phases. 
-~ 
TABLE 12- MEAN PERCENT 'ON TASK' BEHAVIOUR ACROSS EXPERIMENTAL STAGES (CHRIS AND A 
CONTRAST CHILD) 
~Stage ~Phooo Detals 
CHRJS WIRB1U 
%On Tllfik %On Tllfik 
I A1 Baseline 1 71.0 
N.A. 
(First Experimental Yeru) 
II 
. 
81 Remedial Intervention 1 88.9 
88.5 
(Socond Experimental Year) 
Section 1 90·4 }89.0 
91.1 
Section 2 87.5 82.4 
Section 3 90·3 )88.8 
83.3 
Section 4 87.2 89.0 
Ill A2 Baseline 2 69.3 
88.2 
IV A3 Baseline 3 
91.7 60.0 
(Follow Up) 
v B2 Remedial Intervention 2 93.3 
90.0 




TABLE 12a · MEAN PERCENT 'ON TASK' BEHAVIOUR SUMMARIZED ACROSS EXPERIMENTAL PHASES 
(CHILD AND A CONTRAST CHILD) 
--------- ---------···- -----
CHRJS WIREMU 
Call>go<ie6: Mean %Change "'-' %Change 
Combined Baselines 75.5 . 84.1 . 
Remedial lnte!Yentloo 1 88.9 +13.4 
88.4 +2.3 
Remedial lnte!Yentlon 2 93.3 +1~.8 
90.0 +5.9 
Combined Remedlallnte!Yentlon (t nnd 2) 69.7 . +14.2 67.
1 +3.0 
This table shows mean percent 'On Task' behaviour ('Mean') and mean percent change in 'On Task' behaviour('% Change') summarized 
across experimental phases. 
-N a-. 
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CHAPTER SIX: DISCUSSION 
A. Reliability and Validity 
'Acceptable values' for observer reliability have ranged from 70-90% according to 
Barlow and Hersen (1984 ). Research reliability figures vary; for example, Glynn and Glynn 
(1986) report average agreement as being 80.66% and 76.9%, with a range of 58% to 100%. 
Therefore, the inter-observer agreement percentages attained in the current study of 93.0, 
93.1, 94.6 and 95.8 compare favourably. Similarly, the ranges attained (76.9% to 100% and 
90.0% to 96.3%) also compare favourably. 
As assessment of validity has been somewhat neglected in observational research 
(Barlow & Hersen, 1984). There are various categories of validity. Content validity is 
assessed by detennining the accuracy with which a measure legitimately samples its focus 
of observation. In the current study, a Likert-type scale was used to assess each child's 
interests, thus guiding an appropriate selection of reading material (Most-liked Story 
Topics; Appendix C). The qualitative data, notably taken from the Post-Experimental 
Interviews with the parents and children, suggests very satisfactory content validity as 
regards this measure. For example, RYAN's parent, when questioned on this aspect, said 
"Yeah, very good. Excellent. And he was interested in them" (Appendix P). CHRIS' 
parent agreed: "The ones that you picked for him, were the ones he was interested in" 
(Appendix R). RICHARD's parents concurred with this. 
Criterion-related validity refers primarily to how well one type of assessment can be 
substituted successfully, by another. (Barlow & Hersen, 1984 ). Notwithstanding 
disappointingly low correspondence between observation data obtained in structured 
settings and naturalistic settings (e.g. Cone & Foster, 1982), the current study was 
suggestive of good criterion-related validity. For example, the large gains in reading age 
(e.g. 4.5 years for RICHARD), as assessed by use of School Journal reading ages, was 
borne out by the classroom teachers predominant use of the Informal Prose Test. One 
teacher (CHRIS') also used another test (The Metropolitan) to confirm similar progress; the 
child was assessed as having shown the greatest improvement in reading age (for the year), 
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in his entire class. By the end of the study, the greatest difference between researcher and 
classroom teacher assessment of all children was only 6 months. This result contrasts with 
some other studies. For example, Ritchie (1984), discovered that reading progress averaged 
4.3 months at home, yet only 19.0 months in the school setting. 
B. Introduction Revisited 
In the Chapter Two, the writer examined a range of school-based factors, which could 
adversely affect children's acquisition ofliteracy skills. 
The first section was entitled, 'Poor Literacy Skill Development in the School Setting'. 
It was suggested that various setting events were imperfectly handled (or ignored), in the 
classroom. Specifically, selection of books/materials was often inappropriate. Insufficient 
attention was commonly paid to individual instruction. Insufficient opportunity existed, in 
many cases, for children to engage in meaningful literacy skill activities. Insufficient 
attention was paid to modelling of learning tasks. Introductory discussion of stories was 
often neglected. 
In this first section, it was further suggested that negative teacher attention to student 
inappropriate behaviour was often employed in classrooms, at the expense of positive 
teacher attention to student appropriate behaviour. Also, feedback tended to be either 
minimal or inappropriate. Furthermore, there was a large variance in teacher's prompting 
skills. Contextual meaning was often insufficiently recognized. Finally, it was pointed out 
that parents received insufficient recognition as partners in their children's education. The 
links between home and school were often poorly developed. 
The second section of the Introduction sought to illuminate 'Ways to Enhance Mastery 
of Literacy Skills'. The section opened with the examples of the Maori language 
'immersion' programmes, as an example of effective parent-educator partnership, where the 
combination of input worked for the enhancement of children's learning. This introduced a 
discussion of how an effective partnership with parents could be set up, to enhance learning 
of, alternately, English language literacy skills. As with the Maori language programmes, 
parents need to have a fair share of 'control' (Pugh, 1987) of the process/partnership, as 
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opposed to a subservient role as is frequently the case. Educator-parent contact needed to 
be 'personal' (Bronfenbrenner, 1979), as well as frequent, and including specific 
information, including samples of children's academic work (Glynn, 1987). 
Pause, Prompt and Praise (Glynn et al, 1979) was used as the major method of reading 
intervention, because each of its instructional requirements seemed to address every one of 
the adverse school-based factors raised in the first section of the Introduction. In other 
words, Pause, Prompt and Praise represented the positive, 'reverse side of the coin' for each 
instance of adverse educational practice, which received mention. For example, as a 
counterweight to 'persistent use of negative procedures', was a built in 'praise' component. 
Even the intervention aimed at non-reading literacy skills used most of the same underlying 
principles, which underpin Pause, Prompt and Praise. 
A second angle in enhancing mastery of literacy skills, was the promotion of 
'Responsive Social Contexts', whereby skilful action must include the interdependent 
components of performance, knowledge of goals and self-regulatory activities (Bruner, 
1971). It follows that some initiation by the learner is important, being part of self-
regulation, as opposed to total tutor control. (Glynn, 1985), thus avoiding the 'pre-selection 
effect' (Kelso & Wallace, 1978). Also important was some degree of concurrent task 
sharing between the tutor and tutee, within a social relationship, thus constituting a 'primary 
developmental context' (Bronfenbrenner, 1979). The reciprocal nature of learning must 
respond with feedback attuned to the ideas or content of the tutee's output, rather than 
merely providing corrective feedback. (Jerram, 1984). 
The Introduction, finally, covered the importance of social contexts for learning, with 
reference to some developmental theories. Firstly, Bronfenbrenner ( 1979)' s ecological, 
interactionist model was raised, which endorses studying children in at least two naturalistic 
settings, such as home and school. The educational environment consists of outwardly 
radiating levels of interaction such as the micro-system and meso-system. 
Vygotsky (1978) emphasized social relationships very strongly, using the metaphor 
'scaffolding' to stress the pre-emptive nature of learning, in the context of development. 
Learners are guided in their learning by a valued expert towards the limits of their 
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developmental potential. Very gradually, as learning advances, the 'scaffold' of guidance, 
is concomitantly withdrawn. 
C. Research Outcomes and Related Issues 
As the four points are inter-related, they will be dealt with together. Firstly, did the 
study's home-based educational package yield any gains in the children's literacy skills at 
home or, by generalization, at school? In fact, how can one be certain that learning has 
occurred at all. McNaughton (1987) suggests that there must be, firstly, an interactional 
process involving the Ieamer and a functional environment. Secondly, there must be an 
identifiable change in performance, which is, thirdly, a consequence of this process. Such 
changes must be long-lasting and transferable (i.e. generalization) across time and 
settings, according to McNaughton. 
Overall, in general the results (quantitative and qualitative) show marked identifiable 
change, or learning gains for all three children. If the results for each component literacy 
skill are examined specifically, identifiable change is clearly true of both reading and 
written expression, and to a lesser documented extent, oral language. This identifiable 
change in performance is apparent, when the baseline data is contrasted with the 
intervention data. 
Tables 5, Sa, 6 and 6a presented the positive quantitative results for reading (rate of 
promotion to either new stories or to a higher reading level). For example, gains in reading 
age ranged from 1.5 to 4.0 years, over the course of the study (the remedial intervention 
component was just 24 weeks). As regards qualitative results, all participants perceived 
considerable improvement. One parent was very exact. He perceived: "about 400% 
(improvement in reading)". (Appendix P). Immediately prior to the study, the Principal 
was particularly pessimistic about the child in question. She claimed that "everything" 
(quoting various examples such as Reading Recovery) had been tried with RYAN, but with 
no apparent success. In fact, the graph (school records) illustrating school-based remedial 
help, conducted the previous year, showed an actual decline in reading age. He had gone 
'backwards'. 
131 
Tables 7, 7a and 7b illustrated notable gains in written expression, especially with 
respect to output. This process was notably apparent for RICHARD, whose output of 
written expression at school, prior to the study, was suggestive of extinction. Generally 
greater output was apparent at school, when intervention was in place, than when baseline 
conditions ensued. 
In this study, spelling was conceptualized as simply a component of written expression 
(not a separate entity). Therefore, the percent correct means in Table 7, 7a and 7b (i, ii and 
iii) do not, at face value, suggest gains of as great a magnitude, as those of either reading or 
output of written expression. Yet these equivocal results are encountered by those reported 
in Tables 8 and 8a. In Table 8, one child (RICHARD) almost doubled his percentage 
correct score, from the first to the final administration of the Dunedin Spelling Test. With 
reference to a table of age norms, this gain indicated an "average" classification of the bell-
shaped probability curve, or a '3' in the '1-5' classification. ('I' represents the highest 5% 
of children in his age group, while '5' represents the lowest 5%). On his first assessment, 
he was classified as only a '4'. Gains were apparent, when the children were tested on a 
random selection of their weekly spelling words (Table Sa). However an attenuation of 
accuracy between the second and third re-testing, probably reflects the more advanced 
nature of the words the children encountered, and used, as the study progressed. As 
CHRIS' teacher noted (he was using): "longer, more informative sentences". 
The qualitative data were also generally supportive of spelling gains. For example, 
RICHARD'S parents commented that he'd: " ... improved a lot with his spelling". (See 
Appendix N). RYAN'S father noted considerable improvements in spelling: "Oh, 
definitely. He couldn't spell at all, last year. He's made an improvement, markedly". 
(Appendix P). Even the children perceived improvements in their own spelling, for 
example, RICHARD: "I can spell much more words than I could last year'. (Appendix 0). 
With reference to McNaughton (1987), was there an interactive process involving the 
learner and the functional environment? Yes. In fact the process took the form of a 
'scaffold' (Vygotsky, 1978). However, there was a 'scaffold' involving two different types 
of participants. The first of these involved the parents learning tutoring skills from the 
researcher, who gradually phased himself out. Before the start of intervention, the 
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researcher instructed the parents in the necessary tutoring skills. The next stage, (Section 1 
of Remedial Intervention 1) involved the parent's observing the researcher, as he conducted 
all three weekly sessions of intervention. (The parent conducted a single recorded sample, 
or 'probe', of the child reading). The next stage (Section 2) involved more removal of 
supportive 'scaffold', as the parent conducted a whole session alone. (The researcher 
conducted the other two). The penultimate stage (Section 3) represented a pivotal point; 
most 'scaffolding' was removed, as parents conducted two of the three weekly sessions. 
Finally, learning was complete; all 'scaffolding' was dismantled, as parents conducted all 
remedial sessions by themselves (Section 4). 
The second type of 'scaffolding' involved the children and their tutors (parents or 
researcher). Initially, the remedial intervention sessions were more adult-directed, than they 
later became when the children acquired expertise and social confidence. For example, later 
sessions could involve a child deciding to continue reading his story (''to see what 
happens") rather than progressing to their usual written expression segment of intervention. 
Generally, as the children advanced in a myriad of ways (e.g. reading harder stories, 
development of reading appetite, longer diary entries, more interesting, and complex written 
expression) the tutors gradually dismantled the 'scaffold'. 
There was definite evidence of the identifiable changes being transferable across time 
and settings. The gains showed evidence of generalization. The question of generalization 
can be viewed in two ways. Firstly, was there direct evidence and secondly, was there 
indirect evidence? By 'direct' evidence, the writer means gains apparent in the school 
setting, of those literacy skills attended to by intervention in the home setting. For example, 
were there gains in reading or written expression, as assessed at school? By 'indirect' 
evidence, the writer refers to gains in other areas, than those attended to by intervention, in 
the home setting. For example, were there any gains in 'on task' behaviour in the classroom 
despite the fact that no home-based intervention was directed at this facet of behaviour? 
The direct evidence of identifiable changes has been largely dealt with. Assessment, 
especially of a quantitative nature, generally occurred at school. Thus, the identifiable 
changes noted, were also evidence of generalizability across time and settings. 
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Tables 11, lla, 12 and 12a presented evidence of gains in 'on task' classroom 
behaviour. Generally, the gains which resulted while remedial intervention concurrently 
occurred at home, exceeded those of both concurrent baselines as well as the results of the 
contrast children. Interestingly, as Tables lla and 12a show, the net percentage gains for 
RICHARD, RYAN and CHRIS of +10.8, +11.3 and +14.2 (Combined Remedial 
Intervention vs Combined Baselines) are similar to the margin Flower (1983) reported as 
being attributed to "good readers" in his study. (This reference was cited by McNaughton, 
1987). 
However, there was a third category of changes, which could be described as totally 
"unplanned". Barlow and Hersen (1984) argue that such "concurrent, untreated" (p.2l3) 
behaviours should be monitored as noteworthy additional results, because fmdings of merit 
could emerge. Clay (1991) argued a similar case pertaining to the classroom setting, 
referring to a 'neglect hypothesis' (p.241 ). She said teachers should be acutely aware of 
other aspects of good readers behaviour than just those usually monitored. It is apparent 
that good readers learn far more than the reading programme teaches. In fact, they must go 
(and do go) beyond the set learning programme (McNaughton, 1987). 
The current study discovered many such examples of concurrent 'unplanned' learning 
where children went "beyond the teaching received" (McNaughton, 1987, p.6). For 
example, CHRIS, chose to read in bed at night (later in the study), something he'd never 
done before the study. RYAN, in conjunction with his father, 'researched' the Tarawera 
volcanic catastrophe. RICHARD requested the researcher stop his car, so we could 
examine and discuss some hillside erosion we came across. Here, RICHARD is taking 
initiative for jointly constructed learning (McNaughton, 1994), as we engaged in a question 
and answer discussion about erosion. It should be noted that such concurrent learning has 
been documented elsewhere. For example, Barr (1974) discovered that children's 
comprehension had improved, despite their having received no tutorial attention in her 
study. 
It should be noted that such concurrent, 'unplanned' learning would be expected to be of 
a high quality if Kelso and Wallace (1978)'s studies of the 'pre-selection affect' are valid. 
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Specifically, greater accuracy in performance can be expected if a learner's actions are 
voluntary. 
Taking things a step further, some research highlights learning which has occurred, 
without planned tuition. McNaughton (1987) cites two studies (Clark, 1976; Durkin, 1966) 
where 75% of parents claimed that their children's early reading skills were learned without 
planned or deliberate help. 
Apart from the concurrent, unplanned learning, there were other unplanned positive 
changes. For example, there was the increased confidence of the children. For example, 
RICHARD's increased self-esteem was repeatedly commented on by the Principal, who 
always attributed the change to the remedial intervention. This is important because 
Lawrence (1973) has claimed that reading progress can be inhibited by low self-esteem. 
Finally, in reference to McNaughton's (1987) criteria to ascertain that learning has 
occurred were the changes longlasting? 
Generally, the improved performances were maintained when the earlier results are 
compared with Follow Up (Baseline 3) and Remedial Intervention. However, there are 
various exceptions, although performance consistently still exceeded initial baseline 
equivalents. 
Specifically, the reading performances are generally maintained. However, one 
exception involved RICHARD's rate of reading level changes (Table 6). On Follow Up the 
rate fell to zero, from a peak of 0.67 in Section 4 of Remedial Intervention 1. However, it 
improved to a new study peak of 0.50, during Remedial Intervention 2, possibly because 
RICHARD responds favourably to the renewed attention, as discussed earlier. 
With respect to written expression, improved performance is generally upheld on Follow 
up (Baseline 3). However, as regards the generalized measure of amount written at school, 
(Table 7), CHRIS' data suggested a falling off of performance. He attained a peak of 171.8 
during Section 2 of Remedial Intervention 1. The equivalent mean had fallen to 130.5 
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during Follow Up (Baseline 3), but was still much greater than that obtained during 
Baseline 1 (18.7). 
As regards spelling, performance as measured by the Dunedin Spelling Test (Table 8), 
generally showed a progressive increase, upon successive re-testing. However Table 8a 
(accuracy of personal spelling words) showed the greatest decline in performance, of any of 
the literacy skills addressed by remedial intervention. This decline was evident in the 
performance of all three children. For example, RYAN's progressive scores were 78%, 
66% and 62%. It should be pointed out that absolute accuracy measures like these, not may 
not be the most valid way of gauging progress. It seems dubious that a child who has just 
one letter incorrect (with the meaning still apparent), scores the same as another child who 
is so incorrect, that the word is not recognizable. Perhaps, degrees of accuracy, should be 
monitored. 
The oral language improvement, as measured by the Record of Oral Language (R.O.L.), 
tended to be maintained upon re-testing (Table 10). RYAN's percentage indicated a minor 
falling off of overall score performance (79 .8%, 93.5% and 91.1% ). 
Finally, there was some evidence of a decrement in performance, upon Follow up 
(Baseline 3), ofthe generalized measure 'on task' classroom behaviour (Tables 11 and 12). 
This falling off of performance was true for both RYAN and CHRIS. For example, 
RYAN's percentage 'on task' behaviour peaked at 90.6% during Section 2 of Remedial 
Intervention 1, but the equivalent mean during Follow Up (Baseline 3), had fallen to 67.5%. 
However, it should be noted that this latter percentage still exceeded its equivalent during 
Baseline 1 (61.1%). In addition, there was marked recovery to 85.0%, during Remedial 
Intervention 2. 
In summary, performance generally was upheld upon Follow Up but with sufficient 
exceptions to warrant further discussion. While no researcher is comfortable with any 
'flattening out' of progress, upon Follow Up, the literature reveals reputable studies, which 
have reported this phenomenon. (e.g. Jones, Kazdin and Haney, 1981b). Conversely, other 
studies (e.g. Epstein, Beck, Figueroa, Farkas, Kazdin, Daneman and Becker, 1981) reported 
no decrement in performance upon Follow Up. 
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Jones eta! (198lb) responded to the falling off of performance (during Follow Up), by 
instigating further retraining. However, curiously, decrements in performance re-occurred 
upon the second Follow Up, which raises an importance question. Specifically, is it 
possible that there is an unavoidable intrinsic limitation of such interventions as exemplified 
by the Jones et al study, as well as the present study? In the present study, no matter how 
extensive intervention is (current or delayed) there will be (eventually) a 'flattening out' of 
performance. As to why this is the case, further research needs to examine the issue. In this 
light, the valuable 'top of the cliff' emphasis of Reading Recovery (Clay, 1979a), has much 
to commend it, whereby the lower achieving 40% of children are given additional help, 
before they reach an older age stage requiring protracted remedial help. 
There were some results, which could be described as unwanted. One example, 
involved the treatment integrity measures for parents as tutors (Tables 2 to 4a). In 
particular, some parents appeared unable to revert to their original (i.e. baseline) manner of 
responding, despite the experimentally programmed 'reversal'. For example, RYAN's 
parent (Table 3) did not manage to return to the Baseline 1 levels of responding, during 
later baselines, despite the researcher's request (in accordance with the change in 
experimental phase). In fact, further improvements occurred; Percentage Delayed Tutorial 
Attention, was 50.0 during Baseline 1, and 75.0 and 66.7 for Baselines 2 and 3, respectively. 
The experimental inability to 'reverse', was noted by Barlow and Hersen (1984), who cited 
Hawkins, Peterson, Schweid and Bijou (1966), as an example of this phenomenon. 
With regard to the generalized data of 'on task' classroom behaviour, there is further 
(indirect) evidence of this reversal failure. RICHARD's data (Table 11) represents an 
extreme example. From an initial Baseline mean percentage of 40.0, he doubled this figure 
during Baseline 2 (80.0), which even exceeded the overall mean for Remedial Intervention 
1 (78.9). Rumsey and Ballard (1885), reported the same phenomenon, in their study of 
children's self-management strategies. 
Several explanations of these results have been suggested in the literature. Jerram 
(1984), who cited Tuckman (1978), suggests that reversals cannot be totally accomplished 
because the experimental treatment has irrevocably affected the subject's target behaviour. 
Ritchie (1984), citing Homer and Baer (1978), claims that changes in skill level are often 
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delayed and may occur after the experimental procedure. Thus, a delay in behaviour 
change, could help explain difficulties in attaining complete 'reversal' of experimental 
procedure. 
Another unwanted result, related specifically to RICHARD's rate of promotions to new 
stories (Table 5) deserves comment and a possible explanation. RICHARD, unlike the 
other two children, was promoted to a new story virtually every week of the study, 
irrespective of whether intervention or baseline conditions ensued. He appeared to be 
responding to something additional to the intended experimental manipulations. Maggs, 
McMillan, Patching and Hawke (1981) provide a possible explanation, in their discussion of 
the Hawthorne Effect and the integral components outlined by Cook (1963). Cook 
mentions four components. Of these, "attention (in terms of increased and intensified 
teacher- student relations and interactions". (p.53 in Maggs et al1981) seems likely, in the 
context of RICHARD. His Mother commented: "Of course, he was getting everyone's 
undivided attention throughout the programme ... " (Appendix N). In other words, 
RICHARD was responding largely to the increased adult attention, which he revelled in, 
becoming "Too confident" (Appendix N) to quote one of his parents. Of course, adult 
attention was an ongoing reinforcement, regardless of whether intervention or baseline was 
in effect. 
With reference to the Research Focus, were the parents provided with tuition skills and 
a tuition programme, to enable them to 'scaffold' their children's learning of literacy skills? 
Both the quantitative and the qualitative results are strongly indicative of the parents having 
attained skills, as mirrored by the children's gains, notably when parents were 
predominantly in control of intervention (Sections 3 and 4 of Remedial Intervention 1 ). In 
fact, the researcher-parent 'scaffolding' was so effective, that the quantitative gains actually 
favour the 'parent-dominated' sections by a ratio of approximately 2:1. For example, in 
Table 5, greater rates of promotions to new stories occurred during 'parent-dominated' 
intervention (Sections 3 and 4) for both RICHARD (1.00 vs 0.92) and CHRIS (0.83 vs 
0. 79). Note that the 'parent-dominated' means are quoted first in each parentheses. 
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The same result occurred in the rate of reading level changes (Table 6), for RICHARD 
(0.34 vs 0.29) and CHRIS (0.25 vs 0.09). The writer concedes that such differences are 
minor, but parent competence, not ascendency, was the pertinent issue. 
To examine just one written variable, namely output, the 2:1 ratio still holds, favouring 
'parent-dominated' intervention. As Table 7a shows, more was written weekly (home and 
school) for RICHARD (523.2 vs 272.3) and RYAN (419.7 vs 309.4), while 'parent-
dominated' intervention was occurring. Even when the data are examined, week by week 
in Tables 7b (i), (ii) and (iii), the highest 15 weekly outputs involve 8 weeks of 'parent-
dominated' intervention if the best 5 weekly results are examined for each child. Using as 
an example the child, whose data most favours 'parent-dominated' intervention 
(RICHARD), his highest four weekly totals of 843, 760, 752 and 667 all occurred during 
Sections 3 and 4. (The fifth highest week's total of 610 words, occurred during 'research-
dominated' intervention). 
Even as examination of the generalized (to the school setting) data of 'on task' 
classroom responding, supports parent competence. As Tables 1l and 12 show, the means 
of two children (RICHARD and RYAN) favour the time frame occupied by 'parent-
dominated' intervention (Sections 3 and 4). RICHARD's comparative means were 82.7 vs 
75.2, while RYAN's were 83.5 vs 82.2, with means from parent-dominated' intervention, 
quoted first. 
One result, requiring examination, was the fact that the children consistently wrote more 
at home, than at school, despite the greater temporal opportunities of the latter. 
RICHARD's data illustrates this tendency most. For example, while he wrote a weekly 
mean of 319.5 words at home, during Remedial Intervention 1, he wrote just 96.4 words 
weekly at school. Even RICHARD's classroom teacher commented on this. Not realizing I 
had just entered the classroom, he said: "Come on RICHARD, you write for Mr McKellar. 
How about writing for me". 
The children themselves provide one possible reason. In their questionnaires at the 
study's end (Appendices 0 and S) two of the children (RICHARD and CHRIS) preferred 
the home setting, because it was "quieter". 
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RICHARD's parents comments are noteworthy, because their son completed an earlier 
remedial programme. (Pause, Prompt and Praise) held one year earlier in the Principal's 
room. Incidentally, they claimed that RICHARD responded more positively to the current 
home-based programme. RICHARDS's Mother said: "I do think that you're more relaxed 
in your home though, because we tried it in the Principal's office and it just wasn't the 
same". RICHARD's Father commented that, for his son: " ... being at home, was better". 
(Appendix N). 
However the reasons for home being a better environment than school, as reflected by a 
markedly increased written output or 'work product' (Rumsey & Ballard, 1985), go beyond 
the aforementioned "quieter, more relaXed, setting". Incidentally, this type of result has 
been recorded elsewhere. For example, Arndt (1980), as cited by Glynn (1982), reported 
that a seven-year-old girl wrote over 2.5 times more story at home, than at school. Also the 
work completed at home, had greater accuracy, than the school equivalent. 
There is little doubt that the home setting represented a 'responsive social context', 
which was discussed earlier (in the Introduction). For example, with the emphasis on 
responsive feedback (Jerram, 1984), rather than corrective feedback, the children's tendency 
to write more, would have been enhanced. The careful attention to written (typed) feedback 
would have further encouraged the children to write more. (Jerram, Glynn, & Tuck, 1988). 
The feedback offered in the current study, was similar to that described by Jerram et a! 
(1988) in their study, namely the researcher/reader's personal reaction and feeling, such as 
empathy or sympathy. 
Near the start of intervention, the tutors attempted to reinforce increased output, which 
was indicated by a mark in the Personal Diary (i.e. See if you can write to here). Studies 
have demonstrated that such procedures do not adversely affect accuracy, while promoting 
increased output (e.g. Maloney & Hopkins, 1973; Scriven and Glynn, 1983). 
Wheldall and Glynn (1989) suggest that a responsive audience, who regularly provide 
personal feedback, involves a reciprocal relationship (writer-reader), which, in turn, yields 
an increased output of writing. In particular, these authors refer to a regular exchange of 
personal letters, as a pertinent example of this. In the current study, the responsive audience 
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included the tutors (researcher and parents). The Personal Diary was, in many respects, 
similar to a letter; the children would write regularly about their personal experiences and 
associated feelings. This would be read and discussed with them. 
In contrast, it is much more difficult to establish a 'responsive social context', at school, 
according to Wheldall and Glynn (1989). These authors claim that the tightly structured 
and controlled school programmes mitigate against developing a 'responsive social 
context', in this setting. Hence the lower output of written expression. However, according 
to McNaughton (1987), children have an inherent 'head start', if a home-based learning 
setting is employed. Self-regulated learning will occur more readily, regardless of the 
programme, with easily accessible socialization routes. The home tutoring setting has the 
natural conditions for a 'primary developmental context'. Already established social 
relationships, notably between the child and parent tutor, would help to explain the 
increased written output, especially during 'parent-dominated' sections (3 and 4) of 
intervention. 
As regards the issue of reciprocal gains from a combined reading and writing 
programme as this study used, it should be noted that both of these literacy skills bear a 
close relationship with each other (McNaughton, 1987). For example, both use the same 
conventional symbol system, wherein meaning is created, according to McNaughton. 
According to Shanahan (1984), renewed research interest in the reading-writing 
relationship, has been fuelled by constructivist theory. Briefly, reading is not seen as a 
'passive' activity, but readers construct to create messages, using prior knowledge. It is 
expected that instruction in one literacy skill (reading or written), is likely to increase skills 
in the others (reading or writing). The current study recognized this, by integrating learning 
of the literacy skills. For example, the children's sentence book entailed inter-related 
reading, writing and spelling components. 
There was evidence of reciprocal gains in the current study. For example, as reading 
improved, so too did written expression and oral language (and vice versa). Some of the 
strongest evidence can be gleaned from the qualitative data. For example, RICHARD's 
parents linked his progress in spelling, with his progress in reading: "It has improved with 
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his reading and when he's reading, he's maintained the improvement". (Appendix N). One 
classroom teacher noted reciprocal gains: "CHRIS' written work has improved markedly 
through the improvement in his reading, I'm sure". (Progress Card). The same child's 
parent linked improvement in reading, to spelling; When asked about reading progress, she 
commented (instead) on concomitant spelling gains: "Yeah. And his spelling has 
improved. He doesn't sing out and ask me quite so often". (Appendix R). Finally, even 
the children themselves hinted at reciprocal gains. When asked about reading, RICHARD 
replied: "Learn how to spell and read properly and spell hard words like ('illegible')". He 
had just been commenting on his reading progress. (Appendix 0). 
There is research which is supportive of the inter-relationship between the literacy skills, 
including writing-reading (e.g. Shanahan, 1984) and spelling-reading (Hom, 1969), 
although Shanahan's study suggests the latter relationship declines, as children become 
proficient readers. Shanahan noted that more research is needed, in this area, but reports 
that some previous studies were limited, because they ignored that fact that reading and 
writing are both developmental processes. 
D. Wider Implications 
Discussion will be finally directed at wider implications. Incorporated in the discussion, 
will be possible advantageous modifications, which could enhance efficiency, in any 
replication of the study. 
Overall, the programme of home intervention, received strong parental and school 
endorsement. Excerpts of parent's comments included: " ... didn't expect such startling 
results"" ... it's definitely set him up. Definitely. I'd recommend it to any body". " ... it 
turned out to be about 100% better than what I really expected". (Appendix P, RYAN's 
father). "Yeah, definitely". (Appendix R; CHRIS' Mother, when asked if she would 
recommend it for a friend's child). To the same question, RICHARD's parents replied: 
"Yes we would. Definitely". (Appendix N). As an anecdotal footnote, in a recent personal 
communication received by the researcher, RICHARD's parents described their son's 
progress, during the period of the study's intervention, as the academic zenith of his 
education, to data (i.e. pre and post study). 
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However, several comments made were suggestive of possible modifications, if a 
replication was to be attempted. RICHARD's parents suggested "phasing out" of the 
intervention (Appendix N), rather than the current study's sudden cessation. This seems a 
worthwhile idea, which should be an improvement worth incorporating. In addition, this 
modification would be more attuned to the final dismantlement of a 'scaffold' (Vygotsky, 
1978). 
One parent (CHRIS') would like intervention to be extended so it also is conducted in 
the school setting, as occurred in the Scott and Ballard (1983) study. It is conceded, that a 
'responsive social context' is less likely to occur in the school setting, for various reasons. 
For example, many classrooms represent excessively dependent learning environments 
(Glynn, 1988). Furthermore, learning 'scaffolding' can be hard to achieve in the classroom 
setting (McNaughton, 1995). However, it is hard to overlook the fact that the study which 
has reported the greatest gains in reading (Scott & Ballard, 1983), intervened in both the 
home and school settings. As has been discussed earlier, it is the imperfect links or 
communication between school and home, which has disadvantaged children's learning. 
(Glynn, 1987). One parent in the study (RYAN's) put it bluntly: " ... they (schools) 
discourage (partnership)" (Appendix P). It could, therefore, be argued that intervention in 
both settings, could help to forge better links and communication. With the quality and 
quantity of personal communication, exemplified by the current study, hi-setting 
intervention could perhaps partially overcome the inherent disadvantages of the school 
settings. Finally, it is worth mentioning the Haringey Project (Tizard, Schofield, & 
Hewison, 1983). As these authors concluded, (cited by McNaughton, 1987), reading 
achievement can be greatly enhanced, when collaborative home and school reading 
programmes are enacted. 
The whole partnership issue needs further examination, both by research, as well as 
community-school meetings. The situation involving RYAN's parent encapsulates the 
difficulties noted by various investigators. (Glynn, l987a; McNaughton et al, 1992). 
Specifically, RYAN's parent was strongly in favour of home-school partnership, yet felt 
disgruntled and frustrated. In turn, the school personnel, despite their undoubted 
competence and concern, felt the parent's dissatisfaction, but considered they'd done their 
very best. The researcher was impressed with both parties sincerity and effort, which 
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underscores the urgency of such above mentioned action to prevent situations as this. Of 
course, the child is the loser, when such standoffs occur. 
As regards other aspects of the 'mechanics' of the intervention programme, parent's 
reactions varied. For example, RICHARD's parents felt the significance of the personal 
contract was beyond their son's comprehension (Appendix N). In contrast, RYAN's parent 
felt it was an important feature (Appendix P). RICHARD's parents felt the 50:50 session 
time allocation (reading and written expression) should be more flexible. The researcher 
noted that the parents (without feeling the need for 'permission') went ahead and varied this 
ratio. This modification (amongst various examples) demonstrated, that the parents input 
was indeed representative of an equal partnership incorporating an equitable position 
regarding 'focus of control' (Pugh, 1987). 
The current study has several implications for the school setting. The researcher will 
discuss several representatives examples. 
The evidence suggests that individuall:l instruction, in the form of a 'scaffold', is the 
optimum strategy (McNaughton, 1983). Therefore, to increase individual children's share 
of their class tutor, child classroom ratios must be radically reduced. (Clay, 1979; 
McNaughton, 1987). Also, and this indirectly follows, each child's temporal access to 1:1 
learning must be greatly increased. Two possibilities come to mind. From the current study 
and others (e.g. Glynn, 1987a), it is apparent that parents are highly capable tutors. It is not 
imperative that parents be highly trained (although some training is necessary), but rather 
that they are "highly tuned" (McNaughton, 1987), which they obviously inherently are. The 
writer agrees with Ritchie (1984) that a 'pool' of parents are needed, to be trained in 
tutoring. The current study highlights the fact that such parents are capable of matching (or 
exceeding) the scholastic gains facilitated by a trained teacher, when they assume a tutoring 
role. 
The other possibility involves peer tutoring, but on a greater scale than is used today and 
with adequate training and monitoring of tutoring, as well as feedback. (Metcalf and Glynn, 
1987). Many schools have implemented peer tutoring, but without adequate training or 
monitoring. The writer has observed, for example, peer tutors prematurely prompting, or 
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gazmg elsewhere, while occasionally muttering prruse m a distracted, non-contingent 
fashion. The majority of errors were not detected. The fact that mutual benefits accrue 
(Dineen et a!, 1977) from correctly managed peer tutoring, provides the justification (to 
parents) of older children being engaged in this manner, on a far greater scale. 
Many classroom programmes perhaps require some modifications. There needs to be 
more consistency across classroom programmes, yet enough flexibility to cater for 
individual needs, which should in turn be directed by the children's performance. Teachers 
should be involved more in concurrent learning. Children's needs will be more correctly 
matched by instruction, by assessment which more appropriately gauges their personal 
interest and abilities. The writer will examine elements of this precis, in more detail. 
Firstly, consistency across classrooms. There is much documentation of inconsistency, 
of such a nature, as to disadvantage children. Just one illustrative example, is the amount of 
independent reading, which varies so greatly between classrooms. For example, the 
Bullock Report (1975) discovered that scheduled independent reading time varied from zero 
hours to 1.5 hours weekly in British schools. Such inconsistency is not tolerable, given the 
positive correlation between reading achievement and increased amounts of independent 
reading. (Leinhardt, Zigmond and Cooley, 1981). As a matter of course, teachers should 
quietly read along with the class as this too is a significant 'setting event' in children's 
reading progress (Wheldall and Entwistle, 1988). There is some evidence too, that teachers 
should concurrently write, for part of the written language session. (Silvers, 1986). The 
current study incorporated concurrent reading with the children, in addition to the researcher 
sharing his personal diary. 
Flexibility, however, is still important (Ballard, 1986). Rigid methods, which are not 
always attuned to individual children's needs, or ages, perhaps reflect outdated Piagetian 
ideas of fixed developmental routes to learning. Teacher's programmes need to reflect that 
there are alternative developmental routes (Barr, 1974). Children can go beyond, for 
example, reading programmes, but the choice presented by flexible, carefully attuned 
activities can enhance this. The spectre of such practices as chorus reading imposed on 
children, regardless of individual needs, is an example of the opposite (McNaughton et a!, 
1981). 
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Inappropriate matching of learning materials and programmes to children's interests and 
abilities is a well-documented problem. (McNaughton, 1987). Part of the problem lies with 
some of the assessment methods used. For example, the non-contextual Burt Test is still 
commonly used to assess reading age, when reading is a contextual activity. The test 
anxiety engendered (in some young children), by such measures as the Progressive 
Achievement Tests with the austere, standardized procedures delivered en masse to the 
entire class can yield inaccurate results. It is common, therefore, that the reading age as 
indicated by a running record (Clay, 1985), often bears no resemblance to the P.A.T 
equivalent. The writer considers a running record, given on a 1: 1 gentle and friendly basis, 
is less threatening and more exactly approximates, a 'responsive social context'; an 
accurate reading age is more likely to be gauged. The Informal Prose Test, (Holdaway, 
1972) which is in essence a running record, is likely to be an appropriate measure of reading 
ability. 
As regards a child's interests, often a lack of matching occurs. Yet interest positively 
affects skilful performance (Downing and Leong, 1982; Cited by McNaughton, 1987). 
Why should a child be enthusiastic about a story topic, which does not interest him or her? 
The message should be clear, but evidently, is not. The current study demonstrated by use 
of an interest inventory (Appendix C), that a child's reading material, can be selected to 
reflect his or her particular interests. As RYAN's parent noted: "The ones (stories) that you 
picked for him, were the ones he was interested in". (Appendix P). 
Another way of ensuring more appropriate matching, is for teachers to make more 
extensive use of qualitative assessment. Taylor (1988) found that many skills are 
overlooked if only quantitative assessment is utilized. Much happens in a classroom of 
which the teacher is unaware (Higgins, 1990); qualitative assessment can 'tap' such 
information/behaviour. Certainly the qualitative data resulting from the current study has 
provided considerable information, an extra dimension as well as greater depth. Much 
would have been missed, if quantitative data (alone) had been gathered. Therefore, Ballard 
(1986)'s plea for more qualitative data, regarding children and their behaviour, is 
noteworthy. 
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Clearly, more research is needed, on classrooms and their programmes/teachers. As 
Ballard (1986) points out, for example, there has been little research on what constitutes 
'effective teaching'. He reiterates the need for greater accumulation of qualitative data, to 
complement quantitative data, a suggestion the writer concurs with. 
Finally, more cognizance of the importance of social and cultural factors in the learning 
process, is crucial (McNaughton, 1995). The child's active constructive role, as he/she 
interacts with the socio-cultural environment, needs to be heeded. McNaughton, who 
describes his analysis as complementary to that of Clay (1991 ), postulates seven 
propositions in this context. Much research is restricted by a narrow focus, but 
McNaughton's model encompasses virtually all developmentally relevant aspects, including 
the important inter-setting linkages which were a focus of the current study. 
Two propositions pertain to how the family arranges temporal opportunity to socialize 
children towards literacy, which also reflects their special socio-cultural identity. The third 
proposition stipulates that literacy activities have such identifiable features as goals, 
participatory rules and methods of execution. The current study incorporated various 
examples offarnily activity in the study, like shared reading and word wheel games. 
The fourth proposition suggests that learning and development systems occur as 
activities, which are a product of a child's actions and of those close to him/her. These 
systems (fifth proposition) are complementary, involving jointly-constructed, ambient and 
independent activities, all of which featured in the current study. 
The sixth proposition suggests that children become relative experts. In the current 
study, RICHARD, for example, would insist on re-playing his audio-taped reading, analyse 
his own performance critically and eventually ended up with a reading age (slightly) above 
his chronological age. 
The final proposition suggests that development is enhanced by thorough co-ordination, 
with respect to practices, activities and systems of learning. Important also, was how well 
participants related to each other, across settings. The current study attempted, reasonably 
successfully, to uphold this proposition. 
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McNaughton's model has considerable merit, to guide educational research and 
underpin progranunes (including remedial), because it is both comprehensive and thorough 
in its focus and scope. Adherence to such a model, can only further the cause of education, 
including remedial intervention. 
E. Current Issues 
As mentioned at the beginning of Chapter One, the writer's interest in special education 
was kindled by the necessity to help an educationally backward pupil in an early class of 
his. However, the writer had few inherent skills and was therefore on a steep learning 
curve. Unfortunately, despite the otherwise adequate training provided by the teacher's 
college the writer attended, special needs were not emphasized. Specifically, the writer did 
not receive sufficient training or skills to deal with children such as Lisa. Training for 
intervention methods designed to help younger children, notably Reading Recovery, is 
recommended only for experienced teachers. But, where does that leave inexperienced 
teachers who find themselves in a similar position, as the writer did? Training should also 
be provided for trainee teachers so that they at least have some basic skills to help children 
who need special help. These skills can be extended further at a later date, when the 
trainees have commenced teaching. 
Unfortunately, special needs seem to receive insufficient official attention and there is 
even evidence that, in recent years, further attenuation of emphasis has occurred. For 
example, in 1993 the budget of the Special Education Service (S.E.S.) had almost one 
million dollars cut. The funding provided for education generally has been perceived by 
some teachers as" ... inadequate funding by government" (P.l8 Donn and Bennie, 1992). 
For example New Zealand's prowess as readers is still high, but has slipped significantly, as 
discussed earlier. Research from comparative studies of reading ability across different 
countries is compelling. Recently (1990-1991) nine-year-old children in New Zealand and 
Finland ranked sixth and first respectively in an I.E. A. international survey of twenty-seven 
countries (Elley, 1992). Children aged fourteen, in New Zealand and Finland, were ranked 
fourth and first, respectively. However, at this latter age level, an earlier I.E.A. survey 
(1970-71) yielded a ranking of first and fifth, respectively for New Zealand and Finland. 
The question must be posed: Are instructional methods and emphasis markedly different, 
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thus yielding a virtual reversal of reading fortunes for these two countries? Chamberlain's 
(1993) analysis of instructional practices suggests a negative response to the question. Elley 
(1992) reveals one probable reason for the reversal of positions: Finland has a "high pupil 
expenditure, spending more than twice as much per child as New Zealand" (p.6). Put 
simply, more expenditure is needed per child, in New Zealand, to prevent further decline in 
our international position. 
In Chapter One, the writer examined the recent development in the curriculum and 
pointed out that the input of parents and educationalists has been less than optimal. The 
current study, by contrast, emphasized parent's input, as one side of an educational 
partnership. The writer will discuss extensions of the parent partnership concept, as it 
relates to education generally and for special needs children in particular. 
Clearly, some tendencies must be circumvented before true and equal partnership is 
attained. Parents should not be treated as a kind of 'junior partner", which Glynn (1987) 
has warned against. Neither should the partnership entail the "short term window dressing 
relationship" (p.l08, Wolfendale, 1989), that Potts (1983) has soundly criticized. 
Wolfendale (1989) has distilled the basic elements or building blocks of partnership as: 
"equality in decision making, power sharing, equal rights in self expression and the exercise 
of mutual responsibility and accountability by all parties to each other ... " (p.107). 
Wolfendale refers to these elements, collectively, as a "blueprint for parent-professional 
partnership" (p.l 07). The writer is unable to improve upon this blueprint, but will briefly 
discuss ways of fostering or providing the cement for the basic blocks of partnership, as 
suggested by Wolfendale. 
In the current study the intervention occurred in the home setting so that home visits 
were an integral part of the study. The writer promotes the extension of the practice of 
home visits as a way of enhancing home-school (parent-teacher) partnership. In fact, the 
writer now considers home visits as an integral and beneficial part of his teaching. Bryan 
(1989) discusses the issue and concludes, " ... knowledge about the pupils home and culture 
can only be acquired through two-way contacts" (p.39). The writer concurs and would add 
the words "and meaningful and equal partnership" after the word 'culture'. 
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Bryans (1989) describes the case of a disgruntled parent of a boy with both behavioural 
and academic difficulties. The boy's father eventually offioaded a long list of grievances 
expressed in a rather non-constructive manner to the school's principal. This situation is 
unfortunate and illustrative of a non-partnership situation, that this parent could not have 
aired his concerns as they arose rather than storing them up. Both parties, parent and 
teacher will have ended up upset. Concerns were not met or discussed sufficiently early 
enough with probable negative consequences for the pupil concerned. 
An equal and effective partnership circumvents the above scenario. More common, is 
the situation of the parent who never expresses their real concerns at all. 1n many ways this 
non-communication is even less desirable. Many parents require encouragement to 
assertively pursue their half of an effective partnership. 
Part of the problem is that parents do not always understand their rights. This lack of 
understanding has not been helped by what Bryans ( 1989) describes as "... little ... 
evidence of a consistent, planned and implemented home-school policy" (p.40). Initially, 
these rights which uphold the rights and specifY the borders of partnership, must be clearly 
outlined in writing and even legislation. Concomitantly, such written or legal outlines need 
to be effectively disseminated, with the provision of meetings and 'experts' as necessary. 
Wolfendale (1989), in reference to the Scottish educational system, gives one example of 
what would be desirable in New Zealand "Parents will be informed in writing that they have 
the right to appeal when statements of special needs have to be rewritten for any reason" 
(p.l09). 
With the written and legal outlines of partnership in place and communicated, the next 
step is encouragement. Wolfendale (1989) discusses the importance of (and neglect of) this 
often overlooked aspect. Once again written material can help. For example, Wolfendale 
(1989) cites Russell (1985) who has written a reassuring checklist of actions for parents of 
children with special needs, to use when interacting with teachers. Another idea is for each 
school to have a designated person to ensure effective home-school liaison occurs and 
flourishes, especially for the parents of children with difficulties. (Wolfendale, 1989). 
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The writer concurs with Bryans' (1989) note of caution. The quality of contact, is at 
least as important as the quantity of contact. Clarity is important. The parents and teachers 
need to be clear about the purpose of contact. Initially, parents need to clearly understand 
the programmes and associated materials. Bryan mentions the example of parents placing 
undue emphasis on phonics drills at home irrespective of the school's approach to reading. 
Bryans advocates and presents a parental needs assessment questionnaire at the time of a 
child's entry to school to ensure clear communication from the outset. In presenting this 
idea, he cites the poor understanding parents of infants have of classroom methods and 
material. 
Finally, the writer sees considerable merit in the examples of groupings of people, which 
have appeared in the United Kingdom. According to Wolfendale (1989), examples include 
voluntary organizations, which provide guidance, training and liaise with schools. There 
are many such organizations. Also, parent groups have now emerged and engage in 
constructive dialogue with schools and teachers. Such groups formulate appropriate aims, 
publish newsletters and leaflets, arrange meetings and conferences. They also liaise with 
schools and generally provide support and guidance. These initiatives are still developing in 
the United Kingdom, but in the United States are quite advanced (Wolfendale, 1989) and 
perhaps currently beyond the requirements for New Zealand. 
The writer will conclude this section with comments regarding practical applications. 
New Zealand has lost ground in reading, as compared with other countries. Expenditure per 
pupil compares poorly with many other countries. Yet, in the most recent I.E. A. study 
(Elley, 1992), this country had the greatest percentage of readers who scored at the lowest 
end of reading measures. Reading Recovery caters well for very young children, but too 
few school districts receive Reading Recovery. For example, in 1995 only 55.8% of Central 
East schools have Reading Recovery, which is unsatisfactory. More funding is urgently 
required, especially in the light of recent negative publicity about schools in this area. Yet 
older children (aged seven plus) fare even worse. Extra expenditure is required to provide 
Pause, Prompt and Praise kits, which would include such items as a video, parent booklets 
and instructional information. To facilitate effective use of such kits, trained advisors 
would need to visit small clusters of schools in geographically similar locations. Parents 
would be invited and encouraged to attend such training seminars. 
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As regards the non-reading materials used in the current study, the writer agrees with 
Glynn 1996 (personal communication) that a multi-school trial is required, perhaps 
involving approximately six schools. Ideally a streamlined kit would eventuate, which 
could be distributed to interested schools. 
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APPENDIX A 
MEETING WITH PARENTS TO EXPLAIN STUDY 
PRESENT: 
Professor Ted Glynn(SUPERVISOR of study), Mrs. Betty McKay(PRINCI-
-PAL), Mrs. Virginia Dyer(ROOM 5 CLASSROOM TEACHER), PARENTS of 
RICHARD, FATHER of RYAN, MOTHER of CHRIS, MOTHER of TONY and the 
person conducting the study, or EXPERIMENTER, Roland McKellar. 
INTRODUCTION 
Thank you for coming along today. I would like to introduce 
PROFESSOR GLYNN, who is the Chairman of the Education Department, 
at Otago University and an authority on READING instruction. He 
is supervising the study I am engaged in, which is the basis of 
my research degree(Ph.D.). 
As regards myself, I have taught for six years prior to returning 
to Otago University. I have taught at all levels from J2 to Form 
II, but predominantly in the Standard 3/4 area. 
' I am going to give a brief outline of ~he study. Please feel free 
to ask questions at any time, while I am talking. Are there any 
questions anyone would like to ask at this stage? 
A SMALL SCALE STUDY of the LITERACY SKILLS involving a 
PARENT-TEACHER PARTNERSHIP 
The duration of the study will encompass three terms, beginning 
this term(Term III, 1987) and ending at the conclusion of Term 
III, 1988. The study will include both the SCHOOL and HOME set-
-tings, with extra tuition or help being given in the latter. 
The children who will be participating(hopefully), will all be in 
Room S(Std. 2 or 3). The school subjects to be concentrated on 
will include READING, WRITTEN LANGUAGE(including SPELLING) and 
ORAL LANGUAGE; these are collectively known as the LITERACY 
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SKILLS. The children's progress will be assessed in a variety o:f 
ways, centred around listening to them read and examining what 
they have written, as well as observing them in their classroom. 
The extra help (called 'INTERVENTION'), will include reputable 
methods devised and tested by educational researchers, including 
Professor Glynn. Because of the importance and effectiveness of 
parents being involved in extra tuition in partnership with the 
'educator' (in this study, specifically the classroom teacher or 
myself), the basic ideasjmethods will be explained, so that they 
can be readily used, even beyond the time frame of the study. 
There will be three sessions of Intervention in each of the 22 
weeks of the HOME PROGRAMME. For the first four weeks, I will 
conduct all three weekly sessions, so that you can observe the 
different methods in operation. After that, assuming you are 
comfortable with the idea, you will take over one weekly session 
in each block of six weeks. Therefore in the last six week 
block, you will have assumed full control of the running of all 
three sessions each week. (I hasten to add that there will be no 
problem in instigating a more gradual timetable as regards your 
taking responsibility for the conducting of the HOME PROGRAMME 
sessions.) 
Before the HOME PROGRAMME of extra help for your children starts, 
for a varying number of weeks (ranging from 3 to 9), there will 
be what is termed a 'BASELINE' phase of the study. For this 
period of time you will be asked to hear your child read a SCHOOL 
JOURNAL STORY thrice weekly and tape-record two brief extracts 
each week. As there will be no specific reading method used to 
help the children or programme to enhance any other aspect of the 
literacy skills, this BASELINE phase will provide a contrast with 
the later INTERVENTION phase (i.e. HOME PROGRAMME), so that a 
comparison can hopefully reveal clear progress. A second 
BASELINE will occur at the conclusion of the HOME PROGRAMME and 
again after a 10 week lapse of time (called a 'FOLLOW UP'), to 
ascertain whether or not, recorded progress has passed the test 
of time. The second and third BASELINES will be of limited 
duration, specifically two weeks each. The :final phase of the 
study will entail a brief (two weeks) PARENT-CLASSROOM TEACHER 
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partnership whereby a scaled down version of the HOME PROGRAMME 
will be instigated; the researcher will assume a background role 
at this concluding stage. 
The study will conclude with a comprehensive questionnaire 
directed at the participating parents, whose responses will be 
tape-recorded, assuming this is acceptable to them. This POST-
EXPERIMENTAL QUESTIONNAIRE is intended to gauge how your child 
has responded to the HOME PROGRAMME in your opinion, as well as 
your own reaction to same (including the study as a whole); you 
will be encouraged to suggest any changes that you feel would be 
beneficial, to enhance its future effectiveness. A much briefer, 
second POST-EXPERIMENTAL QUESTIONNAIRE will be given to the 
participating children, to gauge their own perception of possible 
changes in their READING ability, or other LITERACY SKILLS, as 
well as how much they enjoyed taking part. 
THE UNDERLYING PRINCIPLES OF THE STUDY 
1. A greater depth of child study is possible when only a small 
number of children participate, which yields a better 
quality and quantity of information, as well as greater 
flexibility with respect to methods of tuition. 
2. Much helpful information can be learned from attentive, yet 
unobtrusive observation of chirdren, coupled with careful 
assessment of their behaviour. 
3. Children benefit more and act more naturally and a fairer 
assessment is obtained if experimental studies are conducted 
in natural learning settings, like their homes and schools. 
4. Children's learning is maximized if 'educators' (e.g. 
teachers), work together in a co-operative partnership with 
parents, as the latter have a vital educational role to play 
in the teaching of their own children. 
5. It is critical to provide effective learning contexts, to 
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ensure that optimal learning is possible. For example, 
children must be allowed to read meaningful material, which 
is 'in context', as well as interesting to them and at an 
appropriate ability level. Children ne_ed to be encouraged 
to initiate learning and self correct, rather than end up 
being dependent on adults, who will not always be on hand to 
help them. it must also be kept in mind, that a two-way 
process (called 'reciprocity'), operates between the 
children and the participating adults, which can lead to 
interesting results. Learning is enhanced if the 
participating adults join in, or share some of the learning 
tasks. It is important to provide feedback (in writing and 
orally) to the children. 
6. It is important to actively promote a partnership with the 
child (academic and social), using language he understands, 
to reach commonly agreed upon goals in a spirit of mutual 
accountability or 'common sense'. 
7. The idea that behaviour is modified by its consequences, is 
a part of a field of study known as BEHAVIOURISM. In this 
study Behavioral Principles will be used. Therefore, a 
'reward menu' will be worked out- with each child and his 
parents, so that he can be rewarded for good effort and 
progress towards the agreed upon goals, which will be 
clearly set out in personal 'contracts'. 
8. The larger the 'chunks' of language a child is exposed to, 
the faster the rate of learning. Therefore, it is best that 
a child encounters words embedded in sentences, (rather than 
in isolation), that is, 'in context' and meaningful. (See 
Point 5, above). When children have problems understanding 
a word, it is best that they be progressively directed 
through larger language units (e.g. sentences, phrases), to 
smaller language units (e.g. individual letters, phonemes), 
in that order. 
APPENDIX B 
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I/We give permission for our child to take part 
in this study, which is designed to enhance progress in the 
literacy skills, by implementation of a co-operative parent-
-school programme. The study will be conducted by Roland McKellar 
and supervised by Professor Ted Glynn, with the approval of Mrs.B. 
McKay, Principal, as well as the classroom teacher, Mrs.V.·Dyer. 
The study will continue during the rest of 1987 and most of 1988. 
SIGNATURE ______________________ _ 
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THE vvORD WHEEL 
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APPENDIX _E . 
PERSONAL CONTRACT 
Richard's Contract 
Richard agrees to: 
1. Read to Mum or Dad at home or Mr McKellar at school when 
asked to during the week. 
2. Keep a Personal Diary where he writes about things that have 
happened to him or his family and friends as well as things 
that interest him. He will write in it at least three times 
weekly. 
3. Spend time learning the words/sentences in his Personal 
Dictionary. This means he will try to read each word in its 
sentence, spell it as well as tell us a sentence using the 
word correctly, which he will then write down. 
In return Mum, Dad and Mr McKellar agree to work out with Richard 
a list of rewards, which he can choose from if he has kept to his 
contract. If Richard also ~akes extra good progress in a week, 
as well as keeping to his contract," a special reward will be 
given. For example, Mrs McKay has said that a_ Principal's Award 






LIST OF POSSIBLE LEARNING AIMS 
l. Enhance progress towards independent reading using the 
Pause, Prompt and Praise method yielding: 
greater self correction 
more accuracy in reading 
greater reading for meaning 
greater fluency 
increased confidence in himself as a reader 
2. Increase his interest and enjoyment in reading a widening 
range of stories. 
3. Increase the frequency of his reading behaviour. 
4. Increase his sight vocabulary, with particular reference to 
the N.Z. Basic Word List of the most frequently used words, 
in the context of a sentence. 
5. Improved ability and confidence in the oral expression of 
his ideas. 
6. Greater knowledge of 
independence as we~l 
·Proficiency in the use 
intended. 
spelling and progress towards 
as a 'spelling conscience'. 
of a -simple dictionary is also 
7. Encourage confidence in the written expression of his ideas 
and thoughts so that he writes more freely and more often, 
thus increasing overall output. 
8. Encourage more picturesque written expression by the use of 
more descriptive words (adjectives and adverbs) to make it 
more interesting to read. 
9. Greater accuracy in written expression with respect to 
grammar and punctuation. The emphasis will be to: 
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direct his attention to the elements of correct 
sentence construction 
encourage more variety in the beginnings of 
sentences 
demonstrate the difference between singular and 
plural 
demonstrate how to show present and past tense 
distinguish between the appropriate and 
inappropriate word to use in a particular 
sentence (e.g. there/their) 
encourage the use of capital letters for proper 
nouns 
demonstrate appropriate punctuation 
contractions like didn't) 
(e.g. in 
APPENDIX G. 
PAUSE. PROMPT AND PRAISE INSTRUCTIONS 
For Correct Reading 
1. We should praise when 
children read a sentence 
correctly. 
2. We should praise when 
children correct 
themselves after a 
mistake. 
3: We should praise when 
children get a word 
correct after we have 
prompted them. 
Home Tutoring Procedure 




5. We should prompt with 
clues about the meaning 
of the story. 
For Problem Reading 
4. We should wait to give 
children a chance to 
solve the problem 
I 




6. We should prompt with 
clues about the way the 
word looks. 
e.g. we should ask a e.g. we should ask about 
question., one part thJt is wrong. 
L_ __ l~----' 
If The Word is 
not Correct 
After Two Prompts 
I 
B. We should say: "The word 
is ·· -
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If The Child 
Says Nothing 
I 
7. We should ask the child 
to read on to the end of 
the sentence. 
or, we should ask the 
child to go back to the 




WORKING WITH YOUR CHILD - A few additional teaching suggestions 
Using the Spelling Chart, step by step, in learning to spell 
a particular word 




his looking up words 
the various uses of it. 
in the 
Revising the essential elements of a sentence. 
his sentences with same. 
dictionary. 
Comparing 
Going through his sentence book checking (and stamping) his 
reading, spelling and sentence writing. 
Encouraging him to write sentences after discussing 
possibilities. 
Write out a boring sentence with large gaps between words so 
that he can brighten it up by adding describing words. 
Asking him to read his diary.- Discuss it with him to 
stimulate his imagination further. This could lead to more 
interesting minor changes. 
After discussing and, where appropriate, praising him for 
the ideas he has written, you could indicate (plastic sheet) 
possible inaccuracies (e.g. spelling mistakes, new sentences 
needed). 
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APPENDIX t .. 
HOME READING SESSIONS: Pause, GLANCE, Prompt and Praise. 
A few suggestions which should be helpful: 
1. Read the story before 
harder/unfamiliar WORDS. 
way of noting words. 
the session, especially noting 
Encircling words in pencil is one 
2. Briefly revise the PPP Instruction sheet with emphasis on 
the PROMPTS. Try quizzing yourself on these or ask someone 
to quiz you. Questions could include: 
Which prompt do you use if the reader's mistake makes no 
sense? (He climbed the wooden gate. "goat" (child)) 
Which prompt do you use if the reader says a word similar in 
meaning to the word in the story? (The small girl rode the 
big horse. "pony" (child)). 
Which prompt do you use if the reader either simply says 
nothing or misses the word out? (He climbed the mountain. 
II II (Child)) • 
You might find it helpful to write out the prompt/relevant 
conditions which you are uncertain of in an abbreviated 
form. 
Bear in mind that a reader will definitely benefit more from 
the sessions if the most appropriate prompt is used. Also, 
the ultimate goal of each child becoming an independent 
reader is enhanced if he is given clear strategies to use 
when he is reading alone in the future. 
3. Before the child starts to read, introduce the story by 
covering some of the following. Discuss the story by 
mentioning characters, reading a couple of the first or 
revealing sentences, possible outcomes as well as a couple 
of pictures. ALWAYS go over harder/unfamiliar words, 
especially in the section about to be read, taking care to 
ensure the child understands the words (it is not enough 
just to be able to read the words). 
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Incidentally, when discussing words, it is a good idea to 
present each word in context by mentioning it within a piece 
of text (e.g. 'He put the sombrero on his head' rather than 
examining the word by itself). 
4. During the session ALWAYS have the PPP Instruction chart 
displayed, so that you can look at it easily. 
5. When the child makes a mistake PAUSE (over five seconds or 
end of sentence), then ask him to stop reading. GLANCE at 
the PPP Instruction chart unless totally sure of the most 






ask a QUESTION. 
similar meaning, e.g. 
pony/horse, housejhome), LOOK AT PART of word 
which provides a clue. 
If NOTHING is said, ask him to either READ ON or 
READ BACK from the beginning of the sentence. 
After two prompts without success, tell the child 
the word. Excessive prompting will only make the 
child tense, when we want reading to be as 
enjoyable as possible. 
5. When the child has finished reading, ask a few questions to 
ensure that he has understood the story and to allow him to 
give his personal reaction to th.e story. For example: 
Why did My Alligator paint his home red? 
Why was the story called ... ? 
Now do you understand what is happening in this 
picture? 
Who was your favourite personjanimal in the 
story? Why? 
Which part of the story did you like best? 
Now can you tell me what this word means? 
Be sure to help him to understand any aspects he is unsure 
of. 
APPENDIX J. 
HOW TO LEARN TO SPELL A WORD CHART 
l .. 
LOOK at the word 
SEE its shape 
·SAY the word 




DIFFERENT"WAYS OF STARTING SENTENCES 
Teachers hate to see sentences always starting with THEN. It 
drives them mad. So to be kind to your teachers try starting 
sentences with: 
Later or However 
or As soon as or Suddenly 
or Whenever or Before 
or Although 




Many sentences have only one idea or thought in them and are 
called simple sentences. Here is one. 
Richard is reading very well. 
Here is another. 
He is becoming a good speller. 
If two simple sentences each with one idea have something to do 
with each other we can join them up into one sentence. We do 
this by using a joining word which fits. Let's try it using 
'and' as a joining word. 
Richard is reading very well and he is becoming a good 
speller. 
Here are some other joining words. 
but because until since unless while 
as soon as or when - if who which 
Here are some harder ones. 




SINGULARS AND PLURALS 
Whenever we stop talking about ONE (singular) thing and talk 
about MORE than one thing (plural) we change the word. Usually, 
it is the END of the word which gets changed. 
oooops That's not right. What about sheep and deer? 
One sheep. Two hundred shee~s sheep. 
One brown deer. Many brown deer. 
All the rest get changed, usually by ADDING 
the word. 
's' to the end of 
One black star. Three black stars. 
However, here are some other ways words change when going from 
one to more than one. 
l. IF the word ends in's', 'x', 'ch', 'sh', or 'o', then ADD 
'es'. 
Chris chased one fast bus all the way to Dunedin. 
Later, tired Chris chased two slow buses all the way home 
again. 
Richard lifted one box of pine cones out of the boot of the 
car. Soon we had ten boxes for him to unload. 
Could you change these words to show more than one? 
glass loss class pass dress fox six 
How about these? ... dish watch ditch bush 
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2. IF the word ends in 'Y 1 1 then drop they and add 'ies 1 • 
Ryan found just one lolly in the Fairmont. 
It was one of the big bag of lollies he spilled in the car. 
Here are a few plurals (more than one). Could you change 
each word so that we are only talking about one? 
babies ponies 
3. IF the word ends in 'f' 1 then drop the f and add 'ves'. 
The man 1 s wife came too. 
Fairmont car. 
Both men's wives came in a 
The brown calf ate the long grass. Many calves made a lot 
of noise. 
You can have one loaf of bread, but hungry Ryan ate both 
By the way, there are some words (chief, roof, cliff) which 
end in f where you just add 's 1 • 
4. Some words CHANGE IN THE MIDDLE when you want to show more 
than one. 
The tiny baby has one tooth, but Chris has many teeth. 
Many mice ran away, until soon there was only one mouse. 
If one goose was joined by his brother, you would have two 
5. There are a few other words which do not follow these rules. 
The small child joined the other children at school. 
One ox chased the ten oxen up the hill. 
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POST-EXPERIMENTAL INTERVIEW WITH PARENTS OF EXPERIMENTAL 
PARTICIPANT(RICHARD) 
A. PARENTS' PERCEPTION OF CHILD'S RESPONSE TO THE HOME PROGRAMME 
Ql. What CHANGES, if any, have you noticed in your child's 
LITERACY SKILLS?(These include READING, WRITTEN LANGUAGE, 
SPELLING and ORAL or spoken LANGUAGE). Also, have you 
noticed any CHANGES in his Attitude to any of these 
skills? Let's start with: 
(i)READING 
FATHER: "He's capable of doing it now." 
MOTHER: "More confident. Not scared of attacking words that 
he didn't know. So he gained a lot of confidence in 
it and, he's more prepared to read in front of the 
rest of the family, as well." 
FATHER: "He's more prepared to read too. Like, as long as he 
had to, he would. Whereas before he '' 
MOTHER: "He still does enjoy. He prefers to read aloud, than 
to himself." 
Ql(i)a. Is he READING more at home no~, than he was before the 
Home Programme? 
FATHER: "He was, he's not now." 
MOTHER: "He did pick up a book the other day, by himself. It 
was one that he'd already r~ad. He did pick it up, by 
himself and started reading it, which he wouldn't have 
done, not before the Home Programme. Definitely not 
without being told to." 
Ql(i)b. Has his attitude towards READING changed? 
MOTHER: ''Oh, I think so. He doesn't hate it as much." 
FATHER: "Yeah, he doesn't resist it as much, but he still 
doesn't want to read. Maybe he's having too much fun 
doing other things."(Laughs). 
MOTHER: "But, depending on (his) mood too, really." 
FATHER: ''Yeah, I'd have to say that when he's been told to 
and he's said he's got nothing to do and he's been 
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told to read a book, he will. At least one out of 
three times and read it without any He would never 
have done that before. You still do get that, that he 
doesn't want to read, but nowhere near as .often." 
(ii)WRITTEN LANGUAGE 
FATHER: "Yes, yes. He can write a lot more now, than he could. 
MOTHER: 
And it's not a really hard chore. You've just got to 
keep an eye on him, you know. If he's got something 
else he wants to do, he'll rush it and just put a 
little paragraph down. And if you pick it up and say, 
'Well, that's not really enough RICHARD, is it?', 
he'll accept that and he will do more and it's not 
a great punishment. It's not a struggle. He simply 
can do a lot more. He's just got to be, not exactly 
pushed all the time, but made aware of the fact that 
he's not done enough." 
"And his quality's a lot better too." 
FATHER: "Yes, it's a lot better. His proofreading is- he 
hasn't really got that down." 
(iii)SPELLING 
FATHER: ''It has improved with his reading and when he's read-
-ing, he's maintained the improvement, but then we 
don't really know whether he has, or has not, slipped 







"No, I don't think he does actually(discuss things 
with us, as much as before)." 
''No, I don't think it's really changed." 
"If anything, he may not discuss it as much, perhaps." 
''I haven't really observed it. I haven't taken any 
notice." 
"Mmm, that's an effect of not having that little after 
school period, you know, when they came home from 
school. It's just this time of the year. Because, when 
they want to discuss something, they only want to 
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discuss it when it comes to their mind, which is, nine 
times out of ten, when they've just come home from 
school. If they've something they want to discuss, 
that's when they do it." 
MOTHER: "Or they've got an eyeful of food and want some tea." 
(v)OVERALL ATTITUDE 
FATHER: "Yes, he's more positive in it now. There's a lot 
MOTHER: 
less resistance there, really. As regards actually do-
-ing written and reading, in themselves, his attitude 
towards doing any work is the same as it was, as with 
any child, you know. His specific attitude to reading 
and written, has definitely improved, because where 
that used to be 'yuk', you know." 
"He's got more of an understanding, hasn't he; (for 
example) the difference between adjectives, nouns and 
verbs." 
FATHER: "Mmm. He's more capable now. He's more competent and 
therefore, more confident." 
MOTHER: "Once he gained that understanding of how to use diff-
-erent clues." 
FATHER: "If a child likes the homework, they'll do it. When 
they don't want to do it, you've got to tell them to 
do it. But, at least now when we tell him to do it, 
he'll do it. He wouldn't have done it before." 
MOTHER: "He'd before have sat down and wrote perhaps two 
words on the top of the page, then looked at a blank 
page for half an hour. Now, at least·he'll write 
down, put something down on the paper." 
Q2. Have you noticed any differences in how he responds to 
SCHOOLWORK, HOMEWORK or SCHOOL in general, since his 
participation in the Home Programme? 
FATHER: "It is better, but it has slipped since the Home Pro-
-gramme stopped. That was very marked, you know." 
Q2a. Are you saying that good progress occurred when the Home 
Programme was running, but when it was withdrawn, things 
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were not so good? Is that the situation? 
MOTHER: "Yes." 
FATHER: "Yeah. The way I look at it, is this; a busy mind's 
a happy mind. His mind's less busy now and his overall 
whole attitude in everything, not just schoolwork, 
has suffered as a result, you know. He's not mentally 
active, as soon as the programme stopped. That's why 
we emphasized the phasing out period, you know." 
MOTHER: "Yes." 
FATHER: "He can see himself, how much he can do himself. Be-
-cause I get the feeling, that once the programme 
stopped, were the facts that (firstly) he didn't have 
to do it anymore and (secondly) the fact that he was-
-n't getting any help from anybody any more." 
RESEARCHER: "I asked RICHARD if he minded re-starting the Horne 
Prograrnrne(Stage V) with his TEACHER. He said he 
was, 'Quite pleased.'" 
FATHER: "I think he was bored. I do. I think he was bored." 
(prior to re-starting the Horne Programme i.e. Stage V) 
MOTHER: "Perhaps another thing is the taping of the (School 
Journal) story that he did. At the start of the prog-
-grarnrne, that was a kind of a spurt(incentive). He 
could read it,tape it, so that he could listen to what 
it was like at the start(of the study) and see if he 
could see a lot of change and read again." 
Q3. Are there any OTHER CHANGES apparent in his behaviour or 
attitude?(e.g.: social skills, confidence, helpfulness, 
family relationships?) 
FATHER: "He did get a little 'cocky', is the best way to put 
it. That was because he did have a confidence problem, 
you know. He had a definite lack of confidence." 
Q3a. Has his CONFIDENCE improved as a result of the Horne 
Programme? 
FATHER: "Yeah. His confidence went up and, shall we say, he 
was a little bit (too confident), but that's good. 
But, that's where the programme needs to be that 
little bit longer, so that he can adjust to it." 
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MOTHER: "Yeah." 
FATHER: "You know, where he's made his improvement, he's got 
up there and he's got to a level and then the pro-
-gramme stopped, he stopped improving. And he hasn't 
had a period where he's sat on the same level, you know 
and gat used to being on the same level, you know. 
It's all very easy to, sort of, get enthusiastic about 
something, when you're reaching goals and you're 
achieving, you know, a lot more than he did the week 
before. When you're stuck on the same level and you've 
still got to put the same amount of 'plod' into it, 
you know, the same amount of work. it possibly loses 
a little bit of its glamour, you know." 
!-!OTHER: "Of course, he was getting everybody's undivided att-
-ention throughout the programme and then, all of a 
sudden, it stopped; he wasn't getting anybody's atten-
-tion." 
Q3b. How is his CONFIDENCE Now? 
FATHER: "Oh his confidence is still good. He's still got his 
confidence." 
MOTHER: "Good. Quite good." 
Q3c. Has he maintained the same degree of confidence? 
FATHER: "No' he Is tended to (lose some confidence). Mind you' 
I think it's possibly the time of life, you know." 
MOTHER: "The age. Yeah." 
FATHER: "It might be an overall change possibly." 
RESEARCHER: "I remember the Principal commenting 'that his 
FATHER: 
confidence had increased during the period occu-
-pied by the Home Programme." 
"Oh, it definitely did. That was really good to watch. 
It helped a lot with everything, you know." 
MOTHER: "Right. II 
FATHER: "We were careful when he wasn't doing it, but we did-
-n't tell him off, because he's very easily knocked 




"That's why I'm a little over-cautious in that area. 
(Laughs). 
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Q4. How KEEN was your child to participate in the HOME PRO-
-GRAMME at the start? 
MOTHER: "Not at all. He didn't want to." 
FATHER: "That's right." 
MOTHER: "I think he actually resented you coming into the 
home, I thought." 
FATHER: "I don't know about (his being resentful about your 
presence), but that, coupled with the fact that he 
had to do schoolwork at home.(did not please him)." 
MOTHER: "Yeah, but he made a comment right at the start, be-
-cause I remember saying to you about him, right at 
the start. But, once he got to know you, it was diff-
-erent. It was, 'Mr. McKellar is coming'. It changed, 
because he was waiting(for you) outside." 
FATHER: "They all(children in family) were all (waiting) at 
one stage, you know. They all seemed to come across 
there and one would open the (car) door." 
MOTHER: "Once he gained that confidence ..• '·' 
FATHER: "But that is the point, isn't it; the fact that you 
have to do schoolwork and it comes home and they 
feel it's just more schoolwork. Just work, work, work, 
work, work without any ... " 
}fOTHER: "That's right, he didn't want- to go in to the programme, 
because I said to him about it and he said he didn't 
want to go into the programme. And we said, 'you've 
got to, you're going to benefit by it. You may not 
want it, but we do.' He was quite reluctant to go 
into the programme. II 
QS. Did his ATTITUDE towards the HOME PROGRAMME change as time 
went on? 
FATHER: "Yes." 
MOTHER: "Yes, it did." 
FATHER: "He was enjoying it, you know. Like the days he was 
'off' - that he had an 'off' mood, it was just a lit-
-tle mood, you know. You've got to expect it in a 
child. All of a sudden, you've set yourself a time 
that you're going to do this and found you wouldn't 
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have time to do the reading and, naturally, he's not 
going to be happy with it. I mean, that's only to be 
expected." 
MOTHER: "I also found that when he was having an asthma at-
-tack, this affected it. He had no ... You wouldn't 
get the same co-operation." 
Q6. Have you ANY OTHER COMMENTS to make concerning your 
child's response or reaction to the HOME PROGRAMME? 
FATHER: "No, not really. He got a lot more positive with what 
he was doing. The continuity of it could have been, 
sort of, a little bit slower build up. The (child's) 
peak wasn't maintained, but slowly dropped off. I 
think that might have been that ten week gap(After 
Stage III) being too long. We didn't realise this when 
the programme was going on. We didn't realise it dur-
-ing the ten week gap. It was only when we said, 
'whoops'. It was only (noticeable) when we came back." 
(Stage V). 
MOTHER: "Yes." 
FATHER: "We suddenly realised." 
MOTHER: "It was hard to get into, wasn't it?" 
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B. PARENT'S OWN REACTION TO THE HOME PROGRAMME AND THE STUDY IN 
GENERAL 
PREAMBLE: I am interested in your reaction to the HOME PROGRAMME. 
Please feel free to suggest any MODIFICATIONS which you feel may 
be useful for when the programme is used in the future. 
Ql. Did the H.P. turn out to be what you EXPECTED? 
FATHER: ''Yes. Basically yes." 
MOTHER: ''Well, at first I thought it was going to be the READING. 
I didn't realize it was going to be the WRITING and that. 
I don't know what I was expecting. I hadn't really 
thought deeply about it." 
Q2. How DEMANDING and time-consuming did you find it, especially 
the last phase when you took over the conducting of ALL three 
weekly home sessions? 
FATHER: "In conjunction with the other children it was very 
demanding really, because we had to concentrate a lot of 
time on RICHARD and also we had to give him a lot of 
REWARDS and freedoms that the other children were not 
entitled to. I shouldn't say 'not entitled to', but they 
didn't get. In that way it was-pretty demanding. Also the 
fact that we were both working(made things harder). It 
would have been easier if it could have been left to one of 
us to do the programme, because you had a bit of con-
-tinuity and you kept getting lost in the .... Either you 
had to do it together, or just one of you do it, I felt, 
to maintain flow, especially in the last term when we 
didn't get down to a regular basis. We seemed to have a 
different way ... '' 
MOTHER: "of doing it." 
FATHER: "A different emphasis." 
Q3. In retrospect, what is your reaction to a programme such as 
this being wholly HOME-BASED?(Would you have preferred a 
wholly SCHOOL-BASED programme, or even a COMBINATION of both?) 
FATHER: ''For a problem child, shall we say a child who is behind 
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and that, I think it's excellent to have a HOME-BASED programme. 
Yes, when you are concentrating on one child. However, as a group 
exercise I think it might be a bit hard to maintain it with the 
same emphasis on all .tl:le children. 1ihen you could just concentrate 
on one child it was fine. And the other thought about it is the 
fact that ~f you yourself are not educated or have the inclination 
etc. and it was a solely home thing with a group of children, they're 
going to suffer in that you yourself (inaudible) the advantages of 
the programme. It does have definite advantages, but it's a sort 
of a follow-on effect where the education of the parents virtually 
goes to the children. Whereas if it was in the school, there's more 
education for the lot." 
MOTHER: ''I do think that you're more RELAXED in your home though, 
because we tried it in the school in the PRINCIPAL'S 
OFFICE and it just wasn't the same. RICHARD didn't respond 
as .well as what he did at HOME."(She ~s referring to 
RICHARD'S participation in a shorter term REMEDIAL 
programme in 1986.) 
FATHER: "For RICHARD, who let's face it, is the object of the 
exercise, being at HOME was BETTER. Possibly, it has its 
ups and downs. As I say, with a problem child at home who 
you need to concentrate on, it's very good. But, as a gen-
-eral thing, I just wonder whether you'd be able to give 
everyone on the same level adequate attention." 
Q4. Did you favour the PARTNERSHIP approach that was used, or 
would you have preferred for me ~o have conducted all(66) 
sessions? Alternatively, would you have liked to have conduct-
-ed ALL sessions? 
MOTHER: ''Oh no. I think that sharing the partnership, for myself, 
helped." 
FATHER: ''Yeah. I'd also say that this 50/50 thing- I don't 
think the object of it wouldn't have worked. Say, for 
example, you had been at every session, the object was 
to educate the parents as well as the children. Let's 
say it didn't quite work out for us. We'd preferred to 
to have a bit more time."(Laughs). 
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Q4a. How did you find it when you TOOK OVER the three sessions 
each week yourself. So, in a sense, I was coming in the once 
as an observer. 
MOTHER: "That was all right. Well, we could suit our own times 
as to what time we did it. I found the reading bit was 
all right, you know." 
Q5. What ADVANTAGES or DISADVANTAGES do you see in a PARTNERSHIP 
such as was used in this study? 
FATHER: ''The big advantage was that everyone was working on the 
same programme basically. That's the main advantage. It 
gives the parents the opportunity to take a look at how 
they are doing, because you don't really realize from 
school reports and from what comes home exactly, how your 
children are really doing." 
MOTHER: ''I find that in the line of reading there were quite a 
few things that we did learn, like not 'jumping' in too 
£ast if they Jnake a 1Ili.s take~ which :we ·had been qoing. quite 
frequently beforehand. But, after realizing PAUSE, PROMPT 
and PRAISE, it soon helped and that benefits the younger 
ones(RICHARD'S FELLOW SIBLINGS), as well. When the child 
looks at a word and reads it out for about the seventh or 
eighth time you think, ''Oh no, not again", but then you 
realize that it's just a slight problem that will happen 
until such time that they've really got the word regist-
-ered." 
Q5a. So you managed to find some elements in the programme that 
you could USE with the OTHER CHILDREN? 
MOTHER: "Yeah. Yeah." 
FATHER: ''Yes, you don't actually realize you've been doing it, 
until you have to slow down. That's where the PARTNERSHIP 
comes in. If you were doing the programme solely on your 
own without realizing it, you'd probably carry it on. 
It's amazing how long 5 seconds can seem."(Laughs). 
HOTHER: "I think if it had come a lot earlier in RICHARD'S life 
when he was about six or seven, even if he had the same 
problems, it would have been a lot easier to sort of re-
-alize what :we were doing when he was younger." 
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FATHER: "Yeah." 
MOTHER: "And given him a chance to correct himself or point out." 
Q6. What was your REACTION to being OBSERVED while you were con-
-ducting a session? Did your reaction change a~ kbe 
study progressed? 
MOTHER: (Laughs)"At first it was very embarrassing. I felt on 
edge. Problem of doing something really stupid.(Laughs). 
I can't have been myself.(Laughs). As the sessions pro-
-gressed, well, it really didn't make much difference. 
RICHARD sort of realized that we could make our mistakes 
as well. So it was really good." 
FATHER: "It was, sort of, the same thing for myself. You know, 
you're almost trying to compete. And that's where I think 
the HOME part of it really do'es come in to it. You're on 
your own ground and you very quickly, I felt, got into 
the groove of it. And it was good, because after the 
first couple of sessions, it gave you more confidence, 
because you knew if you made a slight mistake that it 
would be reported back to you. And if you weren't sure 
about something, you'd do it in a later session. And if 
you'd done well you'd be told you'd done well. The con-
-tinuity of it was good, because it's a change in the 
style of learning, basically because I'd never been 
taught PAUSE, PROMPT and PRAISE and it's a totally diff-
-erent approach to learning to READ and WRITE." 
Q7. Did you receive enough FEEDBACK concerning how effectively 
you were conducting the sessions, as well as sufficient en-
-couragement to be able to feel good about your efforts? 
MOTHER: ''Yes, very good. Definitely enough feedback." 
FATHER: "Yes, but we ourselves fell apart a little bit towards 
the end. I don't mean RICHARD, but our own organization 
(Laughs) towards the end." 
E. : "You seemed really good to me." 
FATHER: ''We were a bit rushed in some of them. We didn't really 
give it much planning towards the end of the last term, 
compared with this time last year." 
Q8. How did you find the PAUSE, PROMPT and PRAISE method in 
terms of IMPLEMENTING it, as well as its EFFECTIVENESS? 
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FATHER: ''I found it very good, as I say, with an individual, but 
I did find it created a bit of a problem with the others. 
With a family of four children, you know. It's nothing 
to do with the educational side, just the SOCIAL side of it.ft 
Q8a. What sort of PROBLEMS did it create? 
FATHER: "Well, for example, the REWARDS side of it really,for us, 
was a problem, because we tried to organize kids' chores, 
say for example, like dishes and in order to give RICHARD 
REWARDS, like being let off the dishes and things like 
this. Of course, naturally, the others picked this up 
very swiftly. Educationally, of course, it's very good 
for them, because they suddenly start trying very hard 
and all of a sudden you've got four children being very 
good one night.(Laughs). Nobody wants to do anything. 
(Laughs). It's purely a social thing, not an educational 
thing. And I was kind of worried about the programme in 
itself - the differences in parents. You know, the cir-
-cumstances of parents. If you had an uneducated set of 
parents, they're basically going to give an uneducated 
child, sort of thing, you know, it's going to follow it 
through. It's going to be a lot harder for them to do a 
programme like this themselves and so the disadvantaged 
children are even more disadvantaged." 
MOTHER: "Well, I found it a wee bit hard to get into the PAUSE, 
PROMPT and PRAISE to start off with the READING. I had 
to keep going back to the GUIDE all the time to sort of 
see where I was going wrong. Once you get into it, it's 
very hard when you sit down and read with them, you can't 
get yourself out of it when you're READING, you automat-
-ically sit and wait for them to get a word in and you say, 
'well done'. So, really to start off with it's hard to 
get into, but in the end it works well." 
Q8b. How LONG did it take you until you felt that you had the 




''Well, I suppose a good six weeks it.would take, at 
least, to have got into it," 
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''One other thing about it I did notice was that we tend-
-ed to overrun on the time. Of course, RICHARD'S moods 
fluctuated with it, so sometimes a session would have to 
be longer than another. I felt, sort of, if you kept it 
strictly within a set time period' that it might be more 
manageable. Sometimes it was over an hour to get through 
a session.(To get through comfortably, you know, with 
RICHARD- we weren't really forcing him.) But, we would 
praise him etc., rather than yell at him, 
'Get on with it.'(Laughs)." 
''Yes, I did find there were times when he didn't co-op-
-erate, so you got quite agitated. But at times, he was 
more than willing. It was good when he was willing, it 
was good. Everything went smooth."(Laughs). 
Q9. Did you feel that you received enough INSTRUCTION(verbal and 
written) in how to use P.P.P. and was the TRAINING VIDEO 
very informative? 
FATHER: "Yes I thought we did really. Except maybe to start off 
with maybe it should start off-with the parents being 
trained without the child being there at all, so the 
parents are a little more competant when they start off 
with the programme, you know. It's a bit hard trying to 
get it through to the children when you yourself are not 
absolutely sure. That's only to start with." 
MOTHER: ''Going through a couple of weeks of training would be a 
good idea." 
Q9a. How did you find the TRAINING VIDEO? 
FATHER: ''I would actually have liked to have seen that VIDEO a 
couple of times to start off with. And to see it expanded 
a little bit. Let it be a little more repetitive so it 
sort of hammers it into your brain." 
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QlO. How comfortable were you conducting the WRITTEN part(in-
-cluding SPELLING) of the Home Programme? 
FATHER: "I was reasonably comfortable during the Written 
part,especially once I realized that a sentence could 
be about anything, you know. It was, you know, making 
sentences 'flowery' etc., rather than necessarily in-
-formative. Maybe over-emphasizing them, because I my-
-self tend to be rather short with that sort of thing. 
The only thing in the Written was trying to get more 
words into a sentence that he could use. For example, 
Spelling; RICHARD was very good on it when he was do-
-ing it regularly. That's something that I felt 
should have more emphasis on for a set time period. 
(The doing of Spelling, each time). When we went over 
a bit on time, we'd leave the Spelling. It tended to 
be the one that would get left off. and I did notice 
that when that was left off, he sort of slowed down 
with it, you know. It(Spelling) seemed to be a very 
important part of it." 
MOTHER: "The \Vritten was out of my league, I'm afraid. If you 
don't know your adjectives and nouns and that(Laughs), 
it's a wee bit hard." 
Qll Did you feel that you received enough INSTRUCTION. on 
how to conduct the WRITTEN part of the Home .Progiamme? 
FATHER: "Yes. It's just getting it through my own thick skull. 
(Laughs). Re-educating myself, shall. we say, because 
I don't do any writing myself these days, for the last 
ten or fifteen years. I don't even write letters any-
-more." 
Ql2. How helpful did you find the various INSTRUCTION SHEETS(eg 
'Singulars and Plurals'), with respect to conducting the 
HRITTEN part(including Spelling) of the Home Programme? 
FATHER: "I found them very helpful. The only thing I kept 
forgetting to do was read them.(Laughs). They were 
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very helpful. it's just to remember to read them." 
MOTHER: "No, I kept getting confused with them. I'd sit down 
and try and work it out, but I really couldn't cope. 
You know, I'd have to have the sheet there and go over 
it about ten times beforehand and still I used to get 
lost. So (FATHER) did all the Written(part of the Home 
Programme)." 




FATHER: "It was very encouraging." 
MOTHER: "Yeah, it made it all worthwhile when you kept seeing 
the progress. If we hadn't seen the progress, we poss-
-ibly would have let things slip a lot, I think." 
Ql3a. So there were not any aspects which you needed greater 
FEEDBACK on? 
FATHER: "No. In actual fact, the feedback coming through the 
sessions made me think it's what you need more of com-
-ing from the schools. You know, there doesn't seem 
to be a lot of feedback coming from the ~schools. 
-
Children who are not doing well. I realize the problem 
that teaching has in a class. They've got a lot of 
children to look after and, of course, naturally these 
ones basically stick out. Either rightly or wrongly. 
(Laughs)." 
Ql3b. What sort of FEEDBACK would you like to see from schools? 
FATHER: "I realize that school reports etc. are not supposed 
to be conclusive nowadays, but a better overall grad-
-ing system, I feel, would be better. You know, you 
get the effort - graphs and results etc. from schools 
and that, but you don't actually see how they are do-
-ing, you know. For example, RICHARD might have been 
putting a lot of effort into something, but he still 
wouldn't have been doing well at it. You know there 
are a couple of occasions where he was just lucky 
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with some guesses he had, but he did not know how to 
work things out, you know, himself. And, on a local 
scale, I would like to see, more regularly anyway, 
reports as a, say, national average or som~thinglike 
that. Not only in his own typical class, maybe." 
MOTHER: "Well, you can't help your child if ·you don't get the 
feedback. If they come and say, well he's not doing 
this right and having problems and show you. And then 
you can help the child out." 
Ql3c. Apart from the school reports, is there any other kind of 
FEEDBACK which would be useful? 
FATHER: "Well, we did find that personal contact with the tea-
-chers, you know. Because at RICHARD's school, we did 
get a lot of good feedback when we went to the school 
etc. and maybe more availability to teachers, you 
know. Have it on a more regular basis, because I 
think we get it about twice a year, don't we. I would-
-n't mind seeing it twice a term.(Halfway through a 
term and at the end of a.term)." 
MOTHER: ''Then if there's no progress, or the child's having 
problems, you can try and do something about it. Help 
them out." 
Ql3d. Do you feel that, as a result of having gone through 
this Home Programme, you would be more likely to seek 
closer contact with schools, in the future? 
FATHER: "We'd always like to actually have more contact with 
the schools themselves. Yeafi, through this programme." 
Ql3e. Has it helped to facilitate your ... ? 
FATHER: (Interrupting) "Yes it has. Well, especially the 
(Reading) levels and graphs etc.Something like that 
would be good, you know. Informative." 
Ql4. How worthwhile do you feel that the DIARY approach was 




"Yes it was. He was doing things that interested him 
and what he did. That was when he wanted to do it. 
When he didn't want to do it, he virtually wrote 
nothing." 
FATHER: "Made him think more for himself." 
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MOTHER: ''You had to give him sometimes a couple of ideas, you 
know, to get him into it." 
FATHER: ''That was the most important part about the Diary. It 
did make him think for himself, you know. Sometimes 
he'd have a bad weekend and he couldn't think of 
ideas. But as long as he still had to write it him-
-self, he was putting some of his own input. When 
you're in a hurry, it'.s very easy to turn round and 
say we've got that right. Even if you're doing it two 
or three times a week." 
Ql5. Was the SENTENCE BOOK, with its Reading-Spelling-Written 
approach, an appropriate way of helping your child? In 
addition, did the Guide Sentences seem to highlight your 
child's particular needs? 
FATHER: "Yes they did. They highlighted his needs quite mark-
-edly. The only thing about them is they kept getting 
larger.(Laughs). I kept getting lost looking for the 
words." 
MOTHER: ''It would have been better to have just started at the 
start of the book and just put the sentences in, one 
after the other, not in alphabetical order. Just fol-
-low through the book." 
FATHER: ''Some words seemed to be all right in a group, but 
he had a whole lot of problems with, you know, - I 
can't think of them offhand. Mind you, I suppose that's 
coming through fast Reading and things like that where 
you pick up the meaning of the word, but not really get 
the sound." 
Ql6. How useful did you find the various LEARNING AIDS? 
(eg. transparent correction sheet, sentence cards, word 
wheel). 
FATHER: ''The correction sheet was good. I didn't have much 
to do with the word wheel. That was a very good thing 
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to bring in with the family." 
MOTHER: "Mmmm yes." 
FATHER: ''That word wheel was excellent. They had a heap of 
interest in it. They all got involved in it, which in-
-volved RICHARD more, especially if, for himself, for 
RICHARD'S own sake, where he had a head start. Once 
you worked a handicap system a bit for each of the 
chidren. Tried to get them on the same level. They 
were very competitive- it was very good. They really 
enjoyed it and would sit there for hours."(Laughs). 
Ql7. Did the REWARDS that your child earned have a positive 
effect on him, in encouraging him to try harder at 
achieving learning objectives? 
FATHER: ''They did at first and then he seemed to get a bit 
blase about them, you know. Maybe he started off too 
quickly, too much, and he advanced, especially with 
MOTHER: 
his Reading, too quickly.(A reward basis, I don't 
mean on a Reading basis.). He was very encouraged by 
it, but towards the end, he didn't sort of worry about 
it and it seemed to be just another reward. Finding 
new things for rewards was becoming a bit tricky. 
There was also another small part about that was the 
fact that, even though he might get a reward at the 
end of it, when he came in to do a reading session, 
nine times out of ten he would be playing and would 
not want to come inside. So that, in itself, seemed 
like a punishment. So sometimes, at times, though you 
needed to be reg~lar about it; I know; I f~lt it could 
have fluctuated when you actually took the Reading, 
so that it didn't seem like a chore too much. Because 
it definitely, at times, was a real chore to him. Like, 
'Why am I being punished?'. That was on his bad days." 
"He started to resent it on those days, didn't he, 
on holidays or weekends when-he was doing something 
and he got a bit resentful then when that happened. 
His reaction was to 'tighten up' and 'scrub' his face 
and cry." 
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RESEARCHER: ''That's a natural enough reaction, 






''I think it is, because he seemed to get an interest 
in Reading, but it wasn't an all-consuming interest. 
He still, right at the end of it - this is only an 
impression -, sort of, only did it, because he had to. 
I think he, sort of, thought, 'I can't wait for this 
to finish.' Get to a certain level- well my impres-
-sion of it was that he felt if he got to a certain 
level of Reading and that, he could stop. And once he 
got there, he'd throw it all away, which is virtually 
what's happened, you know. But that's more or less our 
fault -we haven't kept him up to it. I was actually 
hoping that he would be interested in Reading. Well, 
really interested in Reading at the end of it." 
MOTHER: "Mmmm. I still think that if you get them at an earl-
-ier age, it would be a lot better." 
FATHER: ''Oh yes, so it's more natural, you see. It's a little 
bit forced for RICHARD, because, well, he had a cou-
-ple of programmes, didn't he. And this (one) went 
MOTHER: 
FATHER: 
on .... " 
liFer longer. 11 
.. for a longer length of time. And he was doing 
well at it, but he'd have something like a bit of 
asthma, or would have a bad weekend and it would, in 
his attitude, take him miles backwards." 
Ql8 Did the BOOK REWARDS have any effect on him, as regards 
his READING behaviour? 
MOTHER: ''Yes, they did. Yes.'' 
FATHER: ''Yes, they did. They did. He enjoyed those, except he 
seemed to get so many after a while, you know. But 
the idea of the book rewards was very good. I don't 
know how you'd maybe keep it interesting, but I felt 
he lost ... But he still enjoyed them. But he wasn't 
quite as interested towards the end. Maybe he would 
have been more interested once he was working well -
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seeing the graphs etc. for himself and at the end of 
each week plotting the progress each week. See for 
himself if he can keep that level up, rather than be 
pushed." 
RESEARCHER: "We did start with graphs. Remember?" 
MOTHER: "Yeah, we started with that, but he didn't pay any 
interest in it really. He seemed to get a bit of con-
-fusion." 
FATHER: "I don't think he really understood." 
MOTHER: ''No. The time when you had the graph for the Spelling 
words, when he fully understood that and got into 
that, he liked that. He enjoyed that. That gave him 
an incentive to get going on the Spelling. And he 
probably understood it. I think that's why he liked 
it. He enjoyed it." 
FATHER: "You see the commitment to, for example, writing the 
Diary, he got better and better and better, but after 
he got to writing a page ... because it took him a 
long time to write a page and he worked hard at doing 
it, so maybe the emphasis should have gone away from 
the amount he wrote, as to the quality he wrote. 
That's for me and (MOTHER), you know. We should have 
emphasized more that, 'Okay, we leave you a page each 
time you write and we'll see how many mistakes you 
can take out of it, which was the idea, you know. To 
get him to want to do that, because he was really 
raring to go on all the Writing." 
MOTHER: "I think another thing possibly, to bring in, would 
be a typed-out sheet with mistakes on that we could 
go through and correct them. That might give him a bit 
more. 11 
FATHER: "Well, he might have to have a preparation sheet, 
putting it over the top. You could just mark the sheet 
out and put the words he'd made the mistakes on. Well, 
say six, seven out of ten. He knew what he'd done wrong 
as soon as he looked at it again. It was the 
proofreading, but it was a hard thing to emphasize 
within, because he'd sit down and work hard. He'd 
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write his thing, knowing that he had to get this 
written before he went out to play. So when it came 
to the proofreading, which I tried to leave to him 
to do, you could tell when he wanted to get out of 
the place, (Laughs) 'Yeah I've done it.' And he was 
gone.~~ 
MOTHER: ''But typing it out for himself, he proofread then." 
FATHER: ''He liked that, didn't he- the typing." 
MOTHER: ''He enjoyed that, yeah. That really helped him a lot." 
Ql9. Was the PERSONAL CONTRACT of any use in directing his 
energies towards attaining learning goals? 
FATHER: "No." 
MOTHER: "No.(Laughs). I don't think he fully understood what 
a contract really was. I don't think it meant anything 
to him." 
FATHER: "I don't think he was committed to that, as such. The 
reward side of it was good, but the actual personal 
commitment- I don't know whether that would be for 
all children at that age or not. I don't know whether 
they've got it in them to realize that they have made 
that sort of commitment." 
Ql9a. Could the CONTRACT have been written in a different 
format? 
FATHER: ''I don't know, because, as I say, I don't think 
RICHARD really grasped the concept " 
HOTHER: "(interrupting) ..• of a contract, the meaning. No. 
Something that everyone put their name down on. It 
could have been a Christmas card."(Laughs). 
Q20. What did you think of SCHOOL JOURNAL stories or articles 






''They're good and short." 
"I think so." 
''And informative as well." 
''I think the longer the material, the more boring it 
got for RICHARD." 
FATHER: "Short and sweet is the idea." 
MOTHER: "I think so." 
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FATHER: "Especially when we're talking about a child who has 
a problem. A teaching standard at that stage anyway. 
He wasn't that interested in Reading, so needed some-
-thing short and sharp to create an interest for him." 
MOTHER: "I think something silly; a story where the character 
does silly things, is basically of more interest to 
him than something that's scientific." 
FATHER: "It's true though, that unt~l he learned to Read, he 
wasn't going to get anything out of it. Until he could 
fluently Read it, he wasn't going to get anything out 
of it anyway, so that was the hard part - getting him 
to really take in the written word. Maybe if he list-
-ened to his own tapes, at the end of it." 
MOTHER: "He enjoyed that -he did sit down and go back_over 
stories that he'd recorded into the tape. (He liked) 
hearing himself Read. He'd listen and at the end of 
it, go over it and say, 'I got that word wr6ng ~nd I 
got that word wrong'. And he could pick it out, you 
know. And that was very important, listening to him-
-self." 
Q20a. Did he listen to himself READ regularly? 
MOTHER: ''Oh yes. Most sessions we played the tape back after-
-wards. He seemed to enjoy t~at." 
FATHER: "I was wondering about what .information we teach now 
about Reading. He did ask himself questions after he'd 
been listening to the tape." 
Q21. Generally, how APPROPRIATE were the STORIES and articles 
that were chosen for your child, as regards the level 
of difficulty, as well as his interest in them? 
FATHER: "Most of the stories he seemed to be interested in, 
didn't he. Some of the ones with strange names etc., 
because there was no emphasis on the name - making a 
name etc. and he didn't understand that name, he did 
not seem to have so much interest in that story." 
MOTHER: ''I think a lot wouldn't have got photos to accompany 
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the stories. Like, instead of, Captain Scott, was it. 
He enjoyed that, because there were pictures to go 
with it. There was one about a camera. He couldn't 
get into that one, because he could get an under-
-standing and couldn't look at the pictures. But the 
pictures helped to make things a lot more interest-
-ing." 
QZla. Did the STORIES and articles seem to be at the right 
level of difficulty for him? 
MOTHER: ''I think it was round about right level. ke was mak-
-ing some mistakes, but, on the whole, it wasn't 
(inaudible) mistakes all the way through." 
FATHER: "It would depend on his moods, didn't it. His diffic-
-ulties with words depended on his moods, his attitude 
to Reading. That was the only area, which created 
problems." 
Q22. What was your reaction to the way that the HOME PRO-
-GRAMME was STRUCTURED?(eg. Duration of the Home Pro-
-gramme, Number of sessions weekly etc.). Once again, 
can you mention any changes, which you feel would be · 
beneficial, for when the programme is used in the 





(i) Duration of the HOME PROGRAMME, which was 24 weeks. 
"The··duriltion was probably was quite sufficient, but 
I think when you're getting closer to the Christmas 
period(within four weeks), you should really stop 
there, because, you know, everyone is getting irrit-
-able by that stage and I think it should be left." 
''I don't know whether it should be stopped altogether. 
Maybe cut down." 
"Well, cut down." 
''Because I found when he did stop altogether, he lit-
-erally stopped altogether, virtually went 'back-
-wards', but I think it would have been better cutting 
it down to maybe one session, or something." 
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RESEARCHER: "I see; phase ~t out." 
FATHER: "Yeah, yes. Just over that (~re-Chr~stmas) per~od, 
ma~nta~n an ~nterest ~n ~t for h~m, but make ~t,l~ke, 
he's not still at school."(Laughs). 
Q22(~)b. Apart from your comments about fin~sh~ng so late ~n 





Durat~on of the Home Programme? 
"More than excellent, yeah." 
''Yeah, if anything - longer." 
How many weeks would you suggest? 
"It would depend on the c~rcumstances of the ch~ld, I 
suppose, but ~n RICHARD'S case, I felt that ~t could 
have gone on for another month full-scale and then 
slowed down. Then phase out gradually; say nine weeks 
more, dropp~ng a sess~on each three weeks.'' 
RESEARCHER: ''Another n~ne weeks. That's ~nterest~ng, because 
I had wondered whether the durat~on of the Home 
Programme was a b~t long." 






better ~f he'd stayed in ~t full t~me, you know." 
(Laughs). 
''You would have been happy ~f the Home Programme had 
just kept going for longer? -
"Mmmm. It was a b~t of a strain on us at the t~me of 
the year and that, but for RICHARD, you know, I 
thought ~t would be better, espec~ally the phasing 
out b~t at the end. The sudden stop - ~t's holiday." 
"Yeah. yeah." 
Were you also happy with the duration?(Addressed to 
Mother). 
''I don't think it could afford to be less than that 
now. No, a bit longer." 
FATHER: "Because I felt with the 24 weeks, he just, sort of, 
made it, where he had a certain per~od of time improv-
-ing, then a 'happiness period' where he was happy 
with his results. Then he started to level off in his 
own way, I felt. So, you needed to have that little 
bit longer, to see if he would come back into it, you 
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know. Maybe re-create an interest." 
Q22(i)f. How did you find that last part of the Home Programme, 
with the TEACHER-PARENT partnership?(I realize that 
it was somewhat late in the year). 
MOTHER: "Well, as you said, it was a bit late, because we 
really didn't get any time really to sit down with 
the teacher and discuss things, so we had a lack of 
communication there. Things just didn't really go 
Q22(i)g. So that was not a good time of the year for that 
part of the Home Programme? 
MOTHER: "No." 
FATHER: ''No. That's also a factor that everybody's looking 
at it - it's the end of the school y~ar. If this 
programme started when they started school, at the 
beginning of the year(it did) and went through to 
about September, 22 to 30 weeks." 
MOTHER: 
FATHER: 
"Yeah, September or October would have been good, be-
-cause .... " 
"(interrupting) .•. There would have been a two-fold 
effect. The school results would have given him a 
report at the end of the year, that he could •... " 
" 
(ii) Duration of the BASELINE, which consisted of three 
weeks prior to the start of the Horne Programme, as well 
as two weeks at the completion of the programme. There 
was also a third BASELINE(called a Follow Up), of two 
weeks duration, which occurred after a lapse of ten 
weeks following the second BASELINE. 
FATHER: 
MOTHER: 
''I didn't really notice it." 
''No. No problems. But that ten week break(Christrnas 
Vacation), before coming back into it. It was too 
long a break. Far too long. We'd have been better 
phasing it out during the Christmas Vacation, instead 
of having that ten week break and then corning back in-
-to it. We'd lost it all." 
.(iii) Number of HOME PROGRAMNE SESSIONS each week(three). 
MOTHER: ''That was, yes. If it'd been any extra, it would have 
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been far too many." 
Q22(iii)a. Hhat number of SESSIONS would you choose? 
MOTHER: ''I think that three would be adequate, yeah. Two would 
be, possibly, a little bit short." 
Q22(iii)b. Are you saying that three SESSIONS was about right? 
FATHER: ''Yeah. You needed that concentrated period and, as I 
say, the phasing out at the end. I felt we could have 
looked at the phasing out at the end." 
(iv) Length of each HOME PROGRAMME SESSION?(which averaged 
30-40 minutes). 
FATHER: "I felt that if we struck strictly to the 30 to 40 
minutes, it would have made it a lot better. If we'd 
stuck to a time limit, as opposed to a quantity, it 
would have been better." 
MOTHER: "Yeah." 
Q22(iv)a. What would have been an ideal amount of time to 
have stuck to, as regards the length of a session? 
MOTHER: "I think that 30 minutes would have been. (Otherwise) 
you lose your concentration." 
FATHER: "Well, 30 minutes - it depended, because if it was 
just 30 minutes, really one night that was fine, but 
if you included your Written(segment) into that, that 
in itself depended on the mood on the night. Often it 
did take 30 to 40 minutes for RICHARD. It often did 
take a long time and, you know, once he got into his 
Reading, maybe you could cut that down to a quarter 
of an hour and just finish up with your Written(seg-
-ment)." 
MOTHER: "Perhaps, in those (sessions), you could concentrate 
with two lots of 30 minutes of Written and one lot of 
Reading and then, next week, (alternate with) two 
lots of 30 minutes of reading and one lot of Written." 
(v) Fifty-fifty split between READING and WRITTEN(including 
SPELLING) in each HOME PROGRAMME session? 
FATHER: ''Yes. That was the problem, the fifty-fifty split. 
Fifteen minutes definitely wasn't long enough to do 
MOTHER: 




RESEARCHER: ''He actually did more than three sessions, didn't 
FATHER: 
he, in terms of his \nit ten work. .. 
11 Yes, he did, because what we actually did with his 
written; I used to give him a sentence a night, be-
-cause he did seem to take an awfully long time 
(Laughs) and when it was holidays, or something like 
that, wait for a wet day and have a little 'cram' 
session on it. With the written, that might work better, 
actually where you don't_have to do_the written each 
night. You have to do it each week yes, but not each 
night and maybe have a whole session just on written 
and maybe not a strict time limit. If the ideas aren't 
there, he can't write them." 
(vi) Pace at which you gradually took over the conducting 
of the HOME PROGRAMHE SESSIONS? The following remedia1 
sections were involved: 
1. AH sessions conducted by Researcher(RRR) = 4 weeks 
2. Most sessions conducted by Researcher(RRP) = 6 weeks 
3. Most sessions conducted by "Parent/s(RPP) = .. .. 
4. AH sessions conducted by Parentis = .. .. 
s. As above(Parent-Classroom Teacher in 
partnership) = 2 weeks 
MOTHER: "I think that was all right; Being slowly levered 
into it.~~ 
FATHER: "What we needed was to have it more consistent between 
the two of us, on who was conducting the session, be-
-cause I think we ourselves lost a little bit of con-
-tinuity through that. One week I'd do two or three 
of them and the next week I might do (more or less). 
That wasn't good from our point of view." 
Q22(vi)a. Would you have liked to have taken over some or all 
of the sessions sooner, or later than you did. 
Would you have preferred a different pattern of 
taking over? 
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MOTHER: "I don't think any sooner." 
FATHER: "No, but as I say, maybe with a bit (more) of parent 
education first, you might be able to make it shorter 
- I don't know, but that was the main area, you know. 
Get the parents educated first."(Laughs). 
MOTHER: "If it was any quicker, you know, and you were not 
quite sure of what you're doing, you could end up ... " 
Q23. How would you describe the rapport or understanding bet-
-tween YOURSELF and the EXPERIMENTER, as pertaining to 
the common purpose(also called 'common sense') of im-
-proving your child's literacy skills? Did this change 
in any way during the course of the study? 
FATHER: "Very good. Very good, yes." 
MOTHER: "I think so. I think any problems that arose, you 
could sit down and discuss it and iron a lot of things 
out. I think it was very important to have that con-
-nection." 
Q24. Could you comment on the same aspect as it relates to the 
rapport or understanding between the experimenter and your 
child? Once again, did this change during the course of the 
study? 
(Refer Q25). 
Q25. Could you comment on the same aspect as it relates to the 
rapport or understanding between yourself and your child? 
Again, did this change during the course of the study? 
The parent's response to these two questions was lost 
when the audiotape was turned over. However, both 
responses were positive. 
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Q26. If you had a friend whose child had difficulties with 
his literacy skills, would you recommend the HOME PRO-
-GRAMME, as a way of assisting the child?(If favourable, 
ask); What features stand out, such that you .would men-
-tion them to your friend? 
FATHER: "Yes, we would. Definitely. Yes we would." 
MOTHER: "Definitely." 
FATHER: "The Pause, Prompt and Praise part. That's the main 
thing we're interested in and the Diary writing, as 
well. lie found (it useful) and would mention to other 
(people)." 
MOTHER: "Once a parent had the knowledge on how to administer 
the Pause, Prompt and Praise, that certainly helped. 
You have to, really, know how to do it." 
FATHER: ''Giving the programme to friends with a problem child. 
All of them were interested in anything." 
RESEARCHER: "You mentioned three people who contacted you." 
FATHER: ''Yes. One child is fifteen, one is twelve. (The other 
is aged) eight." 





POST-EXPERIMENTAL INTERVIEW WITH PARTICIPATING CHILD(RICHARD) 
The interview was audio-taped with the child immediately 
following the POST-EXPERIMENTAL INTERVIEW with the PARENT, 
but in the absence of the latter(to encourage candour in the 
child). As a preliminary measure, audio-tapes of RICHARD's 
READING(School Journal Stories/Articles), which were recorded 
near the start, as well as near the end of the study, were 
played to him. 
Ql. You have heard the difference between your READING when 
we first started working together, compared with more 
recently. What DIFFERENCES do you notice? 
RICHARD: "I read faster and I can get more harder words." 
Qla. Anything else? 
RICHARD: "No." 
Q2. What do you think READING is all about? 
RICHARD: "Learning how to spell and read properly and spell 
hard words like (inaudible)." 
Q3. What do you do, when you come to WORDS you don't know? 
RICHARD: "I say it and see if it saunas right and then I go 
back, if it doesn't, and try again. And if it does, 
then I carry on." 
Q3a. Do you look to see the way the word fits into the 
sentence? 
RICHARD: "Yes." 
Q3b. Is there anything else you do? 
RICHARD: "No." 
Q4. How do you feel about your ability as a READER now? 
RICHARD: "I can learn more things and ... " 
Q4a. How good a reader are you now? 
RICHARD: "I don't know.(pause) An excellent reader." 
Q4b. How do you think you are as a reader now, compared with 
September last year, before the study started? 
RICHARD: "That I've improved a lot. Heaps." 
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QS. What would you 
who was having 
and SPELLING? 
say about the 
problems with 
HOME PROGRAMME to a friend, 
READING, WRITTEN LANGUAGE 
RICHARD: "That I was once a bad reader and how you can be-
-come a good reader by reading." 
Q6. Have you noticed any differences in your SPELLING or 
WRITTEN LANGUAGE? 
RICHARD: "Mrnrn. I improved in sentences and I can put more 
describing words in and make them longer." 
Q6a. What about SPELLING? 
RICHARD: "I can spell much more words than I could last year." 
Q6b. Anything else? 
Q7. Do you feel any different towards SCHOOLWORK now? Is it 
any easier now? 
(No response). 
Q8. Did you mind the HOME PROGRAMME being at HOME, or would 
you have preferred it to have been at SCHOOL(or both)? 
RICHARD: "At horne." 
Q8a. Why did you like having it at horne? 
RICHARD: "Well, it's not so noisy. Like, in class and you 
have to read in amongst all that bloornin' row and 
all that sort." 
Q8b. Are there any other reasons why you like to read at horne? 
RICHARD: "No." 
Q9. Did you like having your work TYPED? 
RICHARD: "Yes." 
Q9a. Why was that? 
RICHARD: "Because I can read it more easily, because I'd have 
too much smudging, rubbing out and all that." 
Q9b. ''Did you like typing your own work? 
RICHARD: "Yes, I reckon that was the best of the whole en-
-tire thing. Yeah." 




QlOa. Did you notice it very much? Did it affect how you were 
working? 
RICHARD: "No." 
QlOb. Why was that? 
RICHARD: "I don't know." 
Qll. Is there anything else you would like to say about the 
HOME PROGRAMME? 
RICHARD: "It was fun when I got into it and :fun writing 
stories and sentences." 
Qlla. Anything else? 
RICHARD: "No." 
APPENDIX P. 216 
POST-EXPERIMENTAL INTERVIEW WITH PARENT(FATHER) OF EXPERIMENTAL 
PARTICIPANT(RYAN) 
A. PARENT'S PERCEPTION OF CHILD'S RESPONSE TO THE HOME PROGRAMME 
Ql. What CHANGES, if any, have you noticed in your child's 
LITERACY SKILLS?(These include READING, WRITTEN LANGUAGE, 
SPELLING and ORAL or spoken LANGUAGE). Also have you noticed 
any CHANGES in his ATTITUDE to any of these skills? Let's 
start with: 
(i)READING 
PARENT: ''Well, I found he's more confident now. He pays more at-
-tention and he takes a lot more interest in anything, 
you know. He pays attention to anything he likes. Pick it 
up and look at it." 
Ql(i)a. Anything else on READING? 
PARENT: 
Ql(i)b. 
"Not really. I can't say I'd paid that much attention." 
What sort of CHANGES did you notice between the time 
when we first started the HOME PROGRAMME and more recent-
-ly? 
PARENT: ''Well, I notice that he's come about 400%. He really has." 
Ql(i)c. Is he READING at HOME more now? 
PARENT: ''Yes, if I sit down with him, he'll read, but he wouldn't 
openly sit down and read if I wasn't sitting down. He 
wouldn't just walk in and pick up a book, unless he was 
told to." 
Ql(i)d. So he is still a little reluctant? 
PARENT: "Yes. He's not the type to walk in and pick up a book. 
If there's something to do outside, he'd sooner be out-
-side. Pick up a bat and ball and go out in the rain." 
Ql(i)e. Has his ATTITUDE towards READING changed? 
PARENT: ''Definitely, yes, because he's more confident . Certain 
things he, admittedly, can't pick up, but there's a lot 
of things he can pick up. So it's of more interest to 
him, so that's no problem. I can tell him to read. I can 
pick up a book ar1d ask him to start reading it and he'll 
read it, because he knows he'll get the bulk of it right." 
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(ii)WRITTEN LANGUAGE 
PARENT: ''Well, they're more interesting now.(REFERRING TO SENT-
-TENCES AND STORIES). They're not the same words all the 
time. He's broadened his outlook in writing. He seems 
more confident. Doesn't seem so much of a problem to him 
and he doesn't seem to rebel against doing it." 
Ql(ii)a. Have you noticed any differences in his. ATTITUDE.towaids 
WRITTEN LANGUAGE? 
PARENT: ''Well, I still think he, sort of, only does it, because 
it's home work or whatever it is. I mean he wouldn't open-
-ly sit down and write something for nothing, sort of 
thing." 
(iii)SPELLING 
PARENT: "Well, words he knows how to spell are no problem, but 
words he doesn't know he tends to spell them the way that 
they sound." 
Ql(iii)a. Have you noticed any differences between the start of 
the HOME PROGRAMME and now? 
PARENT: "Oh definitely. He couldn't spell at all last year. He's 
made an improvement markedly." 
(iv)ORAL LANGUAGE 
PARENT: ''No and I haven't really thought about it to be quite 
honest. It's just something when you live with a person 
you don't tend to notice these things. You"ve grown with 
it yourself." 
(v)OVERALL ATTITUDE 
PARENT: ''Yeah, definitely. Well, as I say, he's more confident 
now. He's prepared to tackle it - anything like 
that. I mean, it's not quite so much of a problem as it 
was a year ago, when he wouldn't attempt it. He'd just 
walk away from it and now he's prepared to take it 'head 
on' 4 
Ql(v)a. Is he more CONFIDENT now? 
PARENT: ''Oh he's got more confidence. Definitely. It's pulled 
his confidence up." 
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Q2. Have you noticed any differences in how he responds to 
SCHOOLWORK, HOMEWORK or SCHOOL in general, since his part-
-icipation in the H.P? 
PARENT: "Well, he doesn't object to anything. I mean, if he gets 
homework to do, he comes home and he does it. He doesn't 
ask me either. He just comes in, gets stuck in and does 
it straight after tea. As I say, it's built his confid-
-ence up and so he's prepared to tackle it." 
Q2a. Was he less keen to do his HOMEWORK just before the start of 
the H.P.? 
PARENT: ''Well, he couldn't understand it." 
Q3. Are there any OTHER CHANGES apparent in his behaviour or at-
-titude?(e.g.: social skills, confidence, helpfulness, fam-
-ily relationships?) 
PARENT: ''Well, he's very confident now, especially with the likes 
of his schoolwork and in his learning and anything he 
he wants to learn. He's always been helpful. Always. He's 
always been good in the family. As for what I've asked 
him to do, he's always done it and he does things will-
-ingly." 
Q3a. Has his increased CONFIDENCE affected his relationship with 
the family in any way you've notic~d? 
PARENT: "Well, probably more so. You know, as I say, if you live 
with someone, you don't tend to notice. But I have noticed 
that over this last year or so, he has been very very 
confident, very very helpful in all things." 
Q3b. What about his SOCIAL SKILLS? Have you noticed any differen-
-ces in how he relates to other people in general? 
PARENT: "Yes, he's very confident with his social skills. He can 
hold a conversation just about as good as just about any ad~ 
-ult I know,in a lot of matters in practical things." 
Q3c, Is this a change from before the H.P. was implemented?'' 
PARENT: ''Well, I reckon that's probably a 50% change in his act-
-ual attitude in speaking to people." 
Q3d. So you have noticed that? 
PARENT: ''Oh yes, definitely. We can relate better. The whole - he 
knows what he's talking about too." 
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Q4. How KEEN was your child to participate in the HOME PROGRAMME 
at the start? 
PARENT: "Not really that confident."(Laughs). 
Q4a. Did that last for long? 
PARENT: "Oh no- with a few incentives. He's not one to sit down 
and basically cry about it. He'll take 'the challenge. I 
think you know that." 
Q4b. Did he become more willing as time went on? 
PARENT: ''Yes, it grew on him, basically. But I do think that par-
-ent participation and your help and guidance, as well, 
sort of coaxed him along the line. Left to his own dev-
-ices he probably wouldn't have done it." 
QS. Did his ATTITUDE towards the HOME PROGRAMME CHANGE as time 
went on? 
PARENT: ''Definitely yes." 
Q5a. In what sort of way? 
PARENT: ''Well he's confident. He's started to learn. He's start-
-ed to be able to communicate." 
Q5b. Has that changed his attitude towards the H.P? 
PARENT: "Yes definitely. He started realizing that he could act-
-ually do it. And he was getting rewards, you know. That 
he was actually doing it himself." 
Q5c. The REWARDS had a positive effect, did they? 
~ARENT: ''Yeah, definitely. Absolutely." 
Q6. Have you ANY OTHER COMMENTS to make concerning your child's 
response or reaction to the HOME PROGRAMME? 
PARENT: ''Well I think it's been thoroughly worthwhile. I'd rec-
-commend it to anybody. Personally, myself, I reckon if 
RYAN hadn't taken it, he would have been a total failure 
in the coming years ahead. He would have been miles be-
-hind anybody else. Years behind. By now, he is complete-
-ly different, completely confident. But he still has to 
be probed along when it comes to READING." 
Q6a. So you feel that it has set him up for the rest of his 
schooling? 
PARENT: ''Oh, I reckon it'~ definitely set him up. Definitely. 
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I'd recommend it to anybody. Any child or anything else. Even 
probably some adults. It wouldn't even hurt some adul~s, I reckon." 
B. PARENT'S OWN REACTION TO THE HOME PROGRAMME AND THE STUDY IN 
GENERAL 
PREAMBLE: I am interested in your reaction to the HOME PROGRAMME. 
Please feel free to suggest any MODIFICATIONS which you feel may 
be useful for when the programme is used in the future. 
Ql. Did the H.P. turn out to be what you EXPECTED? 
PARENT: ''Yes, actually it did. Actually I think it turned out to 
about 100% better than what I really expected. I didn't 
expect the· results to be as good as they actually ar~.· 
Qla. What about the actual MECHANICS of the H.P? Was it more or 
less what you expected it to be; the sessions - that sort of 
thing? 
PARENT: ''Yes. Well, yo~'d already explained it. I roughly picked 
it to be the same as what you explained it to be. But, I 
didn't expect such startling results, to be quite honest." 
Q2. How DEMANDING and time-consuming din you find it, especially 
the last stage when you took over the conducting of ALL 
three weekly home sessions? 
PARENT: ''Oh, it wasn't as bad as I really expected it to be. I 
thought that after you'd left; it would have been a bit 
harder with RYAN tending to perhaps repel against me do-
-ing his schoolwork, but I actually found that after the 
first lesson that things went smoothly." 
Q2a. So it worked out O.K? 
PARENT: ''It worked out excellent. There was a wee bit of rebel-
-lion at the first stage. He didn't really want to(work 
with just me). He was O.K., but I wasn't doing it the way 
that you were. You know what I mean." 
Q2b .. So you didn't find it too much of~ hassle? 
PARENT: ''No, definitely not." 
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Q3. In retrospect, what is your reaction to a programme such as 
this being wholly HOME-BASED?(Would you have preferred a 
wholly SCHOOL-BASED programme, or even a COMBINATION of both?) 
PARENT: ''Well, personally, I think that it vas O.K .. the way it 
was done. I do think that the teacher, or whoever the in-
-structor is, should start it. I do believe it should be 
part-based at SCHOOL and part-based at HOME in the 
child's environment, where the parent, I do believe, 
should participate, because I believe that education is 
a three-way thing. I believe in a TEACHER, PARENT and 
CHILD RELATIONSHIP." 
Q3a. So you would have liked a COMBINATION of HOME and SCHOOL? 
·PARENT: "Well, exactly the way it was." 
(PARENT has the misconception that remedial help is being provided 
at SCHOOL, so E. points out that only MONITORING is involved) 
PARENT: "Well, I preferred it when it was based here, so I could 
monitor what is going on." 
Q3b. So you liked it the way it vas? 
PARENT: "Most definitely." 
Q4. Did you favour the PARTNERSHIP approach that was used, or 
would you have preferred for me to have conducted all(66) 
sessions? Alternatively, would you-have liked to have conduct-
-ed ALL sessions? 
PARENT: "No, as I said before, the PARTNERSHIP definitely.'' 
Q4a. What about the last stage when a PARTNERSHIP vas forged, to 
some extent, between you and th~ classroom TEACHER?(! realize 
that it was of relatively short duration and fairly late in 
the year, but,as an idea, what did you think of it?) 
PARENT: ''Well, not having been at it long enough, at that stage, 
it's hard to make a comment on it.'' 
QS. What ADVANTAGES or DISADVANTAGES do you see in a PARTNERSHIP 
such as was used in this study? 
PARENT: "Well, I think it's an advantage really, because you're 
participating with the teacher. as well. It is a three-way 
thing. You've got two ideas basically working on it. I 
believe in a PARTNERSHIP." 
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QSa. Do you think that a study such as this one, is li~ely to 
encourage you, in the future, to enter a PARTNERSHIP agree-
-men~ with whoever the teacher is? 
PARENT: "Definitely. Definitely." 
QSb. So it makes it more likely that you would want to go ahead 
and put a PARTNERSHIP in place? 
PARENT: ''Well, I believe myself that parents should be involved, 
but the way schooling is nowadays, they don't allow it." 
QSc. In which way do you think that they discourage it? 
PARENT: ''Well, the thing is they changed the system. They've 
changed the whole schooling system from when I went to 
school, as you know, so everything is different. You 
can't actually help your child, unless the teacher comes al-
-ong and put you back on the course that they're teach-
-ing nowadays at school." 
QSd. So, in fact, you are saying it is a different style of 
teaching? 
PARENT: "Different writing, different spelling, different maths. 
Everything completely different, sort of thing." 
QSe. Is there anything else which comes to mind that discourages 
PARTNERSHIP? 
PARENT: ''Oh, it depends on the partners, I suppose. If you can 
get along with the teacher. I mean there should be no~ 
-thing really that should discourage a PARTNERSHIP if 
it's for the child's benefit." 
Q6. What was your REACTION to being O~SERVED while you were con-
-ducting a session? Did your reaction change as the study 
progressed? 
PARENT: "Nerve-wracking."(Laughs). 
Q6a. Did your reaction change, from this one at the start, as 
the study progressed? 
PARENT: ''Well, I suppose it's like anything; if you're not used 
to someone watching you over your shoulder, you tend to 
make mistakes, until you actually come to grips with it 
yourself. But when you first start, you are a bit nervous. 
But then, as time progresses, you take it in your stride." 
Q6h .. So, later on in the H.P., you didn't feel that nervous? 
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Q7. Did you receive enough FEEDBACK concerning how effectively 
you were conducting the sessions, as well as sufficient en-
-couragement to be able to feel good about your efforts? 
PARENT: "Yes, definitely." 
Q7a. There wasn't any problem there? 
PARENT: "No problems, no." 
QB. How did you find the PAUSE, PROMPT and PRAISE method in terms 
of EASE of implementing it, as well as its EFFECTIVENESS? 
PARENT: "Well, O.K. It was completely different from the way I 
learnt. But as RYAN was so far behind and the progress 
that has been made with the PAUSE, PROMPT and PRAISE, well, 
the records speak for themselves. As far as I'm conce~ned 
it must be a good thing." 
Q8a. What was it like actually using or implementing the method? 
PARENT: "Yeah - no problem there." 
Q8b. You didn't find it too arduous or difficult? 
PARENT: ''No, definitely not." 
Q9. Did you feel that you received enough INSTRUCTION(verbal and 
written) in how to use P.P.P. and was the TRAINING VIDEO 
very informative? 
PARENT: "Yes, it was enough·information there." 
Q9a. You didn't feel the need for any more? 
PARENT: "No." 
Q9b. So it was about right? 
PARENT: "Well, it was for me anyway. I don't know about anybody 
else ... 
Q9c. What about the VIDEO? 
PARENT: "Yeah, it was good." 
Q9d. It was helpful, was it? 
PARENT: ''It was helpful." 
QlO .. How ,•omfonable were you conducting the WRITTEN part(includ-
-inp, SPELl. fNG) of the H. P? 
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PARENT: "Yeah, no problems." 
Qll. Did you feel that you received enough INSTRUCTION on how to 
conduct the WRITTEN part of the H.P? 
PARENT: ''Yes, you instructed well." 
Ql2. How helpful did you find the various INSTRUCTION SHEETS(eg. 
'Singulars and Plurals'), with respect to conducting the 
WRITTEN part of the H.P. sessions? 
PARENT: ''Yes, I found them very helpful indeed. I looked at them 
a few times myself. Yes, very helpful." 
Ql3. Did you get sufficient FEEDBACK concerning your child's 
PROGRESS? 
PARENT: ''Yes, you kept me well informed." 
Ql3a. There was no need for any more FEEDBACK? 
PARENT: "No." 
Ql4. How worthwhile do you feel that the DIARY approach was in 
helping your child with his lvRITTEN LANGUAGE? 
PARENT: ''Yes, I think that's kept him at it anyway. I think it 
was very important, really. Good value." 
Ql4a. You say that it was 'good value•: What advantages do you 
see in the DIARY approach? 
PARENT: ''Well, the more that they do, I believe, the more confid-
-ent they get at writing and expressing themselves. 
When we started, it was the same words, the same colours 
and everything else, because he knew how to do it. Yeah 
red.(Laughs). But, as he went on, the words actually 
changed as he became more confident." 
E: "The DIARY approach was designed to get him to write about 
himself and family." 
PARENT: "Yeah, express himself." 
Ql4b. So you think that it was quite a good idea? 
PARENT: "I think it was, yes." 
QlS. Was the SENTENCE BOOK, with its READING-SPELLING-WRITTEN 
approach, an appropriate way of helping your child? In 
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addition, did the GUIDE SENTENCES seem to highlight your child's 
particular needs? 
PARENT: "Yes, they were good. I do believe they were excellent 
for him, especially the GUIDE SENTENCES at the top when 
he actually first started. Learning and describing words 
and bits and pieces were very good for him, because it 
taught him a lot." 
Ql5a. Did the GUIDE SENTENCES seem to highlight his particular 
needs? 
PARENT: "Definitely, yes. He wouldn't have known what to write 
if he didn't have GUIDE SENTENCES to start with~ 
Ql6. How useful did you find the various LEARNING AIDS?(eg. trans-
-parent correction sheet, sentence cards, word wheel). 
PARENT: "Yeah good, because he was interested in those. I didn't 
really have much to do with them; it was more him with 
those." 
Ql6a. Can you tell me a bit more about how he got interested in 
those? 
PARENT: "Well, I think it was just making words." 
Ql6b. Are you talking about the WORD WHEEL? 
PARENT: "Yes. The WORD WHEEL, I think, was probably the more 
important thing to him. He had'a few games with it and 
he did very well at them." 
Ql7. Did the REWARDS that ypur child earned have a positive effect 
on him in encouraging him to try harder at achieving learn-
-ing objectives? 
PARENT: ''Well, it didn't for a start, because he got half-way 
and then, all of a sudden, there was a lull and then when 
he realized that the session was com~ng to a close, he 
got basically stuck in to achieve his main goal." 
Ql7a. Are you saying that the REWARDS eventually had an effect? 
PARENT: "Yes. They had an effect when he, sort of, realized the 
time was going to be running out." 
E: ''We are talking about books, bookmarks and Principal's Awards." 
PARENT: ''Oh yes, they were an incentive - collecting his book 
marks and bits and pieces." 
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Ql8. Did the BOOK REWARDS have any effect on him as regards his 
READING behaviour? 
PARENT: ''Yeah, definitely. Yes, because he was keen on them," 
Ql8a. In what way did the book rewards affect his READING behav-
-iour? 
PARENT: ''Well, it made him concentrate more, because certain 
books he likes to read - to look at, anyway. It gave him 
an incentive." 
Ql9. Was the PERSONAL CONTRACT of any use in directing his energ-
-ies towards attaining learning goals? 
PARENT: ''Yes. I actually believe that it was very essential, be-
-cause it is a contract and,at one stage, when he was 
starting to get a bit, you know, 'down' I think." 
Ql9a. Did you show him his signature? 
PARENT: ''Yes. We have got a CONTRACT here to keep and we don't 
break contracts." 
Q20. What did you think of SCHOOL JOURNAL stories and articles 
forming the basis of the PAUSE, PROMPT and PRAISE READING 
programme? 
PARENT: ''Well, I believe that the stories were O.K. simply be-
--cause they were picked on the child's ability of what 
he'd like or she'd like to read. I mean, most children, 
if they're interested in the story, will read it. But, 
if it's a story they don't like, they're not interested·" 
Q21· Generally, how APPROPRIATE were the stories and articles 
that were chosen for your child as regards the level of 
DIFFICULTY, as well as his INTEREST in them? 
PARENT: "Yeah, very good. Excellent. They were the same sort of 
stories that I would have picked to read myself. And he 
was interested in them." 
Q22. What was your reaction to the way that the HOME PROGRAMME 
was STRUCTURED?(eg. duration of H.P., number of sessions 
weekly etc.). Once again, can you mention any CHANGES, 
which you feel would be beneficial, when the programme is 
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used in the future? Let's start with 
(i) Duration of the HOME PROGRAMME, which was 22 weeks. 
PARENT: "Yes, well, I thought that was ideal.'' 
Q22(i)a. You wouldn't have liked to have have seen·it shorter or 
longer? 
PARENT: ''Well, I mean, I can't say. If it had been longer, he 
might have grown more. He might have developed more. I 
mean, I wouldn't want it any shorter, but I say 22 weeks 
or longer." 
Q22(i)b. What other figure would you have chosen, as regards the 
duration of the H.P? 
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PARENT "Maybe 30". 
Q22(i)c. And you could have handled that O.K? 
PARENT ''Oh, I could have handled it." 
(ii) Duration of the BASELINE, which was 6 weeks before the 
H.P. started as well as 2 weeks at the completion of the 
programme? 
PARENT: ''Probably all right, but probably not as intense in learn-
-ing. I mean it wouldn't have been as beneficial to him." 
(E. explains the purpose of the BASELINE including the fact that 
it is not designed to be beneficial in a remedial sense). 
PARENT: ''Well basically in the last couple of weeks, I don't 
know if he even made a mistake with what was sent home. 
He just read them through." 
(He appears to be confusing BASELINE with the last part of the 
HOME PROGRAMME). 
Q22(ii)a. You didn't actually mind that it was 6 weeks before 
we started the H.P? 
PARENT: "ivell he couldn't really read then. It was, sort of, a 
lot of hard work." 
Q22(ii)b. You didn't find it too long? 
PARENT: ''No,not really.'' 
Q22(ii)c. So you were quite happy with the 6 weeks(as the length 
of the first BASELINE). 
PARENT: "Yes." 
(iii) Number of HOME PROGRANME SESSIONS each week(3)? 
PARENT: "Yeah good. Not too many." 
Q22(iii)a. You wouldn't have chosen any other number(of sessions)? 
PARENT: ''No definitely not. (Three was) just enough for the kids." 
(iv) LENGTH of each HOME PROGRAMME SESSION?(which averaged 30-40 
minutes). 
PARENT: ''Yeah, I think that was O.K. It could have gone up to 
an hour, but it depends on the individual child." 
Q22(iv)a. In RYAN"S case would you have liked it to have been a 
bit longer then? 
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PARENT: "Well I think some nights he might have only taken half 
an hour, but other nights he could have taken an hour." 
Q22(iv)b. Are you suggesting that a flexible session length 
might have been preferable? 
PARENT: "Yes, I do believe that at some stage if the kid has done 
physical activity throughout the day and he's getting 
tired, that half an hour is a limit they can turn them-
-selves on. Other times when they haven't had such a 
physical day an hour(would be O.K.). So a flexible time 
of between 30 and 60 minutes would be ideal." 
Q22(iv)c. What session time average would you recommend? 
PARENT: ''Well, I'd like to see an hour personally, myself, but, 
as I say, just judging by RYAN , at times he was turned 
off after half an hour. He was tired." 
(v) Fifty-fifty split between READING and WRITTEN(including 
SPELLING). Here you happy with that? 
PARENT: 
Q22(v)a. You would not have preferred any other split? 
PARENT: "No, not really. I found when I tdok him myself, at times 
I did the one thing(i.e. reading OR written) right through-
-out the whole session, because he was interested in it 
and I felt it was more beneficial learning what we were 
actually on, rather than changing to something else. I 
mean the the next time it might be the opposite way 
round. It might be the other thing, you see." 
(vi)PACE at which you gradually took over the conducting of 
the H.P. sessions? The following remedial stages were 
involved: 
PARENT: 
STAGE 1 ALL sessions conducted by E.(EEE) =4 weeks 
STAGE 2 HOST sessions conducted by E(EEP) =6 weeks 
STAGE 3 HOST sessions PARENT-conducted(EPP) =6 weeks 
STAGE 4 ALL sessions PARENT-conducted(PPP) =6 weeks 
''I think that was absolutely excellent. I don't think 
there could be an improvement at all on that.I reckon 
that was 'spot on'." 
Q22(vi)a.- So you wouldn't have liked to have taken over some or 
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all of the sessions sooner or later than you did? 
PARENT: "No, not really." 
Q23. How would you describe the RAPPORT or understanding between 
YOURSELF and the EXPERIMENTER as pertaining to the common 
purpose(also called 'COMMON SENSE') of improving your child's 
literacy skills? Did this change in any way during the course 
of the study? 
PARENT: "I think it's excellent. I mean I didn't find any problems 
communicating with you." 
QZ4. Could you comment on the same aspect as it relates to the 
RAPPORT or understanding between the EXPERIMENTER and your 
CHILD? Once again, did this change during the course of the 
study? 
PARENT: "Well personally. I think RYAN'S relationship(with you) 
was good. He never really had the wrong attitude HERE. 
He never ever complained to me, or said that he wasn't 
interested in learning. I think actually he looked for-
-ward to it, to be quite honest." 
Q25. Could you also comment on the same aspect as it relates to 
the RAPPORT or understanding between yourself and your child? 
Again, did this change during the course of the study? 
PARENT: "Well, I think there was no problem at all, simply be-
-cause the work was,set out tbere for him and actually 
for me and he took to it willingly." 
Q26. If you had a friend whose child had difficulties with his 
literacy skills, would RECOMMEND the HOME PROGRAMME as a way 
of assisting the child?(If favourable ask); What features 
of the programme stand out such that you would mention them 
to your friend? 
PARENT: "DEFINITELY. Would I ever." 
Q26a. What features stand out such that you would mention them 
PARENT: 
to your friend. What sort of things come to mind in partic-
-ular.? 
"Well, the difference simply with RYAN in the last year; 
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his attitude to reading and learning, which is absolutely remark-
-able. I'd recommend it to anybody- there you are." 
Q26b. Apart from the READING, what about the WRITTEN language, 
including SPELLING? 
PARENT: "Well, all the work that he's done; his reading, his 
writing, his general attitude, his confidence has improved. 
Generally everything." 
Q27. Finally, are there any OTHER COMMENTS which you would like 
to make about the HOME PROGRAMME or the STUDY as a whole? 
PARENT: "I find that it's been very rewarding to RYAN. It's been 
a great help. Personally I'd like to thank you for the 
time and effort you've actually put into it. I very much 
appreciate the whole general, you know, attitude to the 
whole thing. It's been very worthwhile." 
APPENDIX 0. 
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POST-EXPERIMENTAL INTERVIEW WITH PARTICIPATING CHILD(RYAN) 
The interview was audio-taped with the child immediately follow-
-ing the POST- EXPERIMENTAL INTERVIEH with the .PARENT, but in the 
absence of the latter(to encourage candour in the child). As a 
preliminary measure, audio-tapes of RYAN'S reading journal stories 
near the start as well as near the end of the study, were played. 
Ql. You have heard the difference between your READING when we 
first started working togethe~ compared with more recently. 
What DIFFERENCES do you notice? 
RYAN: "It's better. It's a lot better." 
Qla. In what way is it a lot better, Ryan? 
RYAN: "I can understand the words more." 
Qlb. Are there any other ways in which it is better or different? 
RYAN: "I can read harder books." 
Q2. What do you think READING is all about? 
RYAN: "Learning to read and that." 
Q2a. Anything else that reading is about? 
RYAN: "So that you can read signs that are around you." 
Q3. What do you do when you come to WORUS you don't know? 
RYAN: "Read to the end of the sentence. Look at the first few 
letters and try to pronounce them. Spell out the letters a 
few times. Write the word down." 
Q4. What do you feel about your ability as a READER now? 
RYAN: ''A bit better." 
Q4a. Anything else on that? 
RYAN: "No." 
QS. What would you say about the HOME PROGRAMME to a friend who 
was having problems with READING, WRITTEN LANGUAGE and SPEL-
-LING? 
RYAN: ''It helped me all right. Helped me read." 
QSa. How else did it help you? 
RYAN: ''To understand things and that." 
Q5b. How has the H.P. affected your SPELLING? 
RYAN: ''It got a bit better? 
Q5c. So you have less problems spelling words now? 
RYAN: "Yes." 
233 
Q5d. What about your WRITTEN LANGUAGE - your story writing. How 




''That's better, because I can use describing words." 
Has it changed in any other way you can think of. What 
the amount that you write;has that changed? 
''Yes I write more?'' 
about 
Q6. Have you noticed any DIFFERENCES in your SPELLING or WRITTEN 
LANGUAGE? 
RYAN: ''I write more and I make my sentences more interesting." 
Q7. Do you feel different towards SCHOOLWORK now? Is it any easier 
now? 
RYAN: ''Well it's a lot easier and that." 
Q7a. Do you like schoolwork any more? 
RYAN: "Yes." 
Q7b. What sort of things do you like doing more, at school, than 
before? 
RYAN: "Handwritine, process writing and spelling." 
Q7c. What about READING at school? 
RYAN: "Yeah, it's good." 
Q8. Did you mind the HOME PROGRAMME being at HOME, or would you 









''I prefer it here at home." 
Why is that, Ryan? 
''Not so far to walk afterwards." 
Did you like having your work TYPED? 
"Yes." 
Why was that? 
''Makes it look neater." 
Did you mind being WATCHED while you were in CLASS 
while you were working? 
RYAN: "No." 
QlOa. Did it have any effect on you being watched? 
RYAN: "No." 
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''It was good and it helped me a lot." 
You didn't mind doing it too much? 
''No, it was good." 
You weren't so keen at the start, were you? 
"No .. 1' 
But you got more keen, did you? 
"Yes." 
''When you say it was 'good', what do you mean by that? 
''Well it helped me and I enjoyed it." 
APPENDIX R. 
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POST-EXPERIMENTAL INTERVIEW WITH PARENT(MOTHER) OF EXPERIMENTAL 
PARTICIPANT(CHRIS) 
A. PARENT'S PERCEPTION OF CHILD'S RESPONSE TO THE HOME PROGRAMME 
Ql. What CHANGES, if any, have you noticed in your child's 
LITERACY SKILLS?(these include READING, WRITTEN LANGUAGE, 
SPELLING and ORAL or spoken LANGUAGE). Also have you noticed 
any CHANGES in his ATTITUDE to any of these skills? Let's 
start with: 
(i)READING 
PARENT: "I've noticed that.he'll go to a book and sit down and 
read it, whereas before, he wouldn't bother." 
Ql(i)a. So you're saying he's READING at HOME more? 
PARENT: "Yeah. And his spelling's improved. He doesn't sing out 
and ask me quite so often."(Laughs). 
Ql(i)b. What about his actual READING of the text; have you not-
-iced any differences when he's reading aloud to you now, 
compared with when the H.P. started? 
PARENT: "Yeah sometimes, when he's really in the mood." 
Ql(i)c. What DIFFERENCES have you noticed then? 
PARENT: ''Well, if he really wants to read and he can read, it's 
no problem. But if he doesn't, then it's just a waste of 
time." 
Ql(i)d. But has his READING changed from when the H.P. started 
compared with now? 
PARENT: "Yeah." 
Ql(i)e. Has his ATTITUDE towards READING changed? 
PARENT: ''Yes, I think so. He takes a book to bed most nights 
now. He reads a book." 
Ql(i)f. Are there any other ways in which his ATTITUDE towards 
READING has changed? 
PARENT: ''Not really, because he hasn't really been a reader." 
(ii)HRITTEN LANGUAGE 
PARENT: "He doesn't show me his books."(Laughs). 
Ql(ii)a. Have you noticed any differences in his ATTITUDE 
towards WRITTEN LANGUAGE? 
PARENT: "He doesn't seem to do a lot of writing. That's 
one of his downfalls.(Laughs). You should know 
from his sentences." 
(iii)SPELLING 
PARENT: "Yes, it's improved." 
Ql{iii)a. In what ways does it seem to have improved? 
PARENT: ''Well, he'll have a go at spelling things now on 
his own, rather than just have a guess and think 
that it looks right." 
(iv)ORAL LANGUAGE 
PARENT: ''Sometimes.(He discusses things with me, as much 
as before the Home Programme started.)" 
(v)OVERALL ATTITUDE 
Parent: ''He seems more keener to do things like his Read-
-ing, Writing and Spelling." 
Ql(v)a. Has his ATTITUDE towards some of these skills 
changed? 
PARENT: "Yes.'' 
Q2. Have you noticed any differences_in how he responds 
to SCHOOLWORK, HOMEWORK or SCH06L in general, since 
his participation in the Home Programme? 
PARENT: ''Yes, he takes more interest in his work, you 
know. He's quite keen to get to school." 
Q2a. Was he not quite so keen before? 
PARENT: "No." 
Q3. Are there any OTHER CHANGES apparent in his behaviour 
or attitude?(e.g.: social skills, confidence, helpful-
-ness, family relationships?). 
PARENT: "That Is good. Mmm. Yeah. n 
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Q3a. Which ones have improved? How has he changed? 
PARENT: "He's more willing to do things now. Like,(for 
example), he comes in and asks if he can start 
cooking lunch. He asks his Father if he can mow 
the lawns." 
Q3b. Do his SOCIAL SKILLS seem to have changed at all and 
affected how he relates to people? 
PARENT: ''Yeah, he's always got on good with other people? 
Q3c. Has his CONFIDENCE changed at all? 
PARENT: "It's hard to say, really. Some things he's quite 
keen to do and other things he's not." 
Q4. How KEEN was your child to participate in the HOME 
PROGRAMME at the start? 
PARENT: "Can't remember. I think he was quite keen. Yeah." 
QS. Did his ATTITUDE towards the HOME PROGRAMME change as 
time went on? 
PARENT: "Yes, some days he was quite keen to do his Read-
-ing. Other days, 
'Oh, do I have to do that again.'"(Laughs). 
Q6. Have you ANY OTHER COMHENTS to make concerning your 
child's response or reaction to the HOME PROGRAMME? 
PARENT: ''I know that it's ~ade him more aware of his Read-
-ing. As I say, he'll go away now and get a book 
and start to read it on his own." 
Q6a. Is that something he did not do before the HOME 
PROGRAMME? 
PARENT: "Yeah. Before he'd get a book and look at pic-
-tures, but wouldn't bother to read." 
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B. PARENT'S OWN REACTION TO THE Hot1E PROGRAMME AND THE 
STUDY IN GENERAL 
PREAMBLE: I am interested in your reaction to the HOME 
PROGRAMME, as well as any other aspects of the Study, gen-
-erally. Please feel free to suggest any modifications, 
which you feel may be useful for when the programme is 
used in the future. 
Ql. Did the Home Programme turn out to be what you 
EXPECTED? 
PARENT: ''No, not really. There was a lot more work in-
-volved, I thought.(Laughs). Yeah." 
Qla. Were there any other differences? 
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PARENT: "No, I thought it was quite good. What you did was 
well done." 
Qlb. However, you did feel that it was perhaps a bit too 
much work? 
PARENT: ''Well, probably not really, but, you know, I was 
working and that and the programme was three days 
a week. Yeah." 
Q2. How DEMANDING and time-consuming did you find it, esp-
-cially the last stage when you took over the conduct-
-ing of all three week~y home sessions? 
PARENT: "Very demanding. Yes." 
Q2a. Was the last stage, when you took over completely, 
especially demanding? 
PARENT: "Yeah." 
Q3. In retrospect, what is your reaction to a programme 
such as this being wholly HOME-BASED? (l>'ould you have 
preferred a wholly SCHOOL-BASED programme, or even a 
COMBINATION of both?) 
PARENT: ''I think a combination of both." 
Q3a. What proportion would be most useful, in your opinion? 
PARENT: "I reckon just a couple of weekly sessions at 
Home. Even if you increased each Home session by 
ten minutes, or something and have one session at 
School." 
Q4. Did you favour the PARTNERSHIP approach that was used, 
or would you have preferred for me to have conducted 
all(66) sessions? Alternatively, would you have liked 
to have conducted all sessions? 
PARENT: ''No, I wouldn't have liked to have done them all. 
(laughs). No." 
Q4a. What did you think of the PARTNERSHIP approach? 
PARENT: "No, that was good. Yeah." 
Q4b. How would you have felt about me conducting all of 
the sessions? 
PARENT: "Well, if I hadn't done any, I wouldn't have been 
able to help him at Home, you know." 
Q4c. Therefore, are you saying that you favour a PARTNER-
-SHIP approach? 
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PARENT: ''Yes, because it taught me how to, sort of, teach 
him, but if we hadn't done that, I would have just 
told him every word he didn't-know, without having 
him find out for himself." 
Q4d. If you were helping a child in the future would you, 
therefore, feel better about giving assistance? 
PARENT: "Yeah, mmm." 
QS. What advantages or disadvantages do you see in a PART-
-NERSHIP, such as was used in this study? 
PARENT: ''I don't think there's any real disadvantages. I 
can't think of any." 
Q6. What was your reaction to being OBSERVED, vhile you 
were conducting a session? Did your reaction change as 
the study progressed? 
PARENT: "Yes, I, sort of, felt a bit funny, at first. 
(Laughs), but later on, you knov, I didn't seem to 
mind. It was all right." 
Q7. Did you receive enough FEEDBACK concerning how effect-
-ively you were conducting the sessions, as well as 
sufficient encouragement to be able to feel good about 
your efforts? 
PARENT: "Yeah." 
Q7a. There isn't anything you would have changed? 
PARENT: "No." 
Q8. How did you find the PAUSE, PROMPT and PRAISE method 
in terms of ease of implementing it, as well as its 
effectiveness? 
PARENT: "Yeah, that was good, because, as I say, before 
he'd have come to a word and find that he'd not 
know that; I would have just told him what the 
word was. So that was good." 
Q8a. Is there anything else which you would like to say 
about the method? 
PARENT: "It made me do a lot of thinking too."(Laughs). 
Q8b. How effective did you feel the method was? 
PARENT: "I thought it was very good. {It worked) very 
well." 
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Q9. Did you feel that you received enough INSTRUCTION(ver-
-bal and written), in how to usi PAUSE, PROMPT and 
PRAISE and was the TRAINING VIDEO very informative? 
PARENT: "Yeah Yeah." 
Q9a. You did not feel the need for any more or less instr-
-uction? 
PARENT: "No, I don't think so." 
QlO. How comfortable were you conducting the WRITTEN part 
(including SPELLING) of the Home Programme? 
PARENT: "That was all right." 
QlOa. Were there any problems? 
PARENT: "No". 
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Qll. Did you feel that you received enough INSTRUCTION on 
how to conduct the WRITTEN part of the Home Programme? 
PARENT: "Yeah. Yes, I think everything you explained and 
showed to me was good. Everything."· 
Qlla. There were no problems at all? 
PARENT: "No." 
Ql2. How helpful did you find the various INSTRUCTION 
SHEETS(ee;. 'Singulars and Plurals), with respect to 
conducting the WRITTEN part of the Home Programme 
sessions? 
PARENT: "Yeah, they were good." 
Ql3. Did you get sufficient FEEDBACK concerning your 
child's progress? 
PARENT: "Yeah." 
Ql3a. Were there any aspects which you would have liked 
greater FEEDBACK on? 
PARENT: "No, not really, because I could, sort of, pick it 
up myself. His programme was going well and (I 
could see) how much he'd come along." 
Ql3b. However, did you feel that I also gave you enough 
information? 
PARENT: "Yeah." 
Ql4. How worthwhile do you feel thac the DIARY approach 
was in helping your child with his WRITTEN LANGUAGE? 
PARENT: "Yeah, that was good, you know, when he felt like 
doing it.'"(Laughs). 
Ql4a. Can you say any more about that, or tell me in which 
ways it was good? 
PARENT: "No". (After a long pause). 
Ql5. Was the SENTENCE BOOK, with its Reading-Spelling-
-Written approach, an appropriate way of helping your 
child? In addition, did the Guide Sentences seem to 
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highlight your child's particular needs? 
PARENT: ''Yeah, it was quite good, but sometimes he would 
just copy what you'd written, but change the words, 
you know, rather than think for himself a new sen-
-tence. He was sometimes inclined to copy your 
sentence, but just change it around a bit." 
Ql6. How useful did you find the various LEARNING AIDS? 
(eg. transparent correction sheet, sentence cards, 
word wheel). 
PARENT: "They were excellent. Yeah, very helpful." 
Ql6a. In what ways did you like these AIDS; in what ways 
were they useful? 
PARENT: ''Well, you'd, sort of, done the spade-work there 
and that was useful.'' 
Ql6b. Did the AIDS seem to help CHRIS? 
PARENT: "Yes." 
Ql7. Did the REWARDS that your child earned have a positive 
effect on him, in encouraging him to try harder at 
achieving learning objectives? 
PARENT: "Yeah. Yeah, it did, because kt's always nice to 
get something when you've done something good." 
Ql?a. Did you feel that the REWARDS helped to keep him 'on 
the ball'? 
PARENT: "Yeah." 
Ql8. Did the BOOK REWARDS have any effect on him, as re-
-gards his READING behaviour? 
PARENT: "Mmm. Yeah, everything with the programme has got 
him more interested in books, you know. I think, 
just about everything put together. It's made him 
a bit more aware of books, you know." 
Ql9. Has the PERSONAL CONTRACT of any use in directing his 
energies towards attaining learning goals? 
PARENT: "I can't really say."(Laughs). 
Q20. What did you think of SCHOOL JOURNAL stories and art-
-icles forming the basis of the PAUSE, PROMPT and 
PRAISE READING programme? 
PARENT: "Oh, they were good, yes. Most of the stor"ies were 
short and interesting." 
Q21. Generally, how APPROPRIATE were the stories and art-
-icles that were chosen for your child, as regards 
the level of difficulty, as well as his interest in 
them? 
PARENT: "Yeah, I think the level was all right. The ones 
that you picked for him, were the ones that he was 
interested in." 
Q21a. You did not come across stories or articles, which 
he was not interested in, did you? 
PARENT: "No." 
Q22. What was your reaction to the way that the HOME PRO-
-GRAMME was STRUCTURED?(eg. duration of the Home Pro-
-gramme, number of sessions weekly etc.). Once again, 
can you mention any changes, which you feel would be 
beneficial, for when the programme is used in the 




(i) Duration of the HOME PRQGRAMME, which was 24 
weeks . 
"About the same." 
Are you saying that the duration of 24 weeks was 
about right? 
"It didn't really seem like 24 weeks, it seemed 
longer." (Laughs). 
(ii) Duration of the BASELINE, which consisted 
of nine weeks prior to the start of the 
Home Programme, as well as two weeks at 
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the completion of the programme. There was also a 
third BASELINE(called a Follow Up), of two weeks 
duration, which occurred after a lapse of ten 
weeks following the second BASELINE. 
PARENT: "That was all right." 
Q22(ii)a. You did not feel that it was too long? 
PARENT: "No." 
(iii) Number of HOME PROGRAMME SESSIONS each week(three) 
PARENT: ''I think two weekly sessions (would be preferable), 
if I was going to do it again." 
( i v) Length of each HO}!E PROGRAMME SESSION? (which aver-
-aged 30-40 minutes). 
PARENT: ''Ye~h, that was all right." 
Q22(iv)a. You would not have preferred a longer or shorter 
session? 
PARENT: "No." 
(v) Fifty-fifty split between READING and WRITTEN(inclu-
-ding SPELLING) in each HOME PROGRAMME session? 
PARENT: ''That was all right." 
Q22(v)a. You would not have preferred any other proportion? 
PARENT: "No." 
(vi) Pace at which you gradually took over the conduct-
-ing of the HOME PROGRAMME SESSIONS? The following 













conducted by E(EEE) 
conducted by E(EEP) 
PARENT-conducted(EPP) 
PARENT-conducted(PPP) 
5. As above(Parent-Classroom Teacher 
= 4 weeks 
= 6 weeks 
6 weeks 
= 6 weeks 
in partnership) = 2 weeks 
PARENT: "That was good." 
Q22(vi)a. You would not have liked to have taken over any 
sooner or later? 
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PARENT: 
Q23. How would you describe the rapport or understanding 
between YOURSELF and the EXPERIMENTER as pertaining 
to the common purpose(also called 'common sense') of 
improving your child's literacy skills? Did this 
change in any way during the course of the study? 
PARENT: ''No, that was good. Yeah." 
Q24. Could you comment on the same aspect as it relates to 
the rapport or understanding between the EXPERIMENTER 
and your CHILD? Once again, did this change during 
the course of the study? 
PARENT: ''Good, yeah. That was good." 
Q25. Could you also comment on the same aspect as it rel-
-ates to the rapport or understanding between YOUR-
-SELF and your CHILD? Again, did this change during 
the course of the study? 
PARENT: ''That was all right." 
Q25a. Was there any change as the study went on? 
PARENT: ''I don't think so." 
Q26. If you had a friend whose child had difficulties with 
his literacy skills, would you recommend the HOME 
PROGRAMME as a way of assisting the child?(If favour-
-able, ask); What features stand out such that you 
would mention them to your friend? 
PARENT: ''Yeah, definitely. Just the way they're taught to, 
sort of, think for themselves. And learning to 
read. And understanding of the words, instead of 
just ambling their way through a story and saying, 
say 'horses', instead of 'ponies'; teaches them 
the difference, you know." 
Q26a. Are there any other comments which come to mind? 
PARENT: ''I'll probably think of lots of things when you're 
gone from here."(Laughs). 
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Q27. Finally, are there any other comments, which you would 
like to make about the HOME PROGRAMME or the STUDY as 
a whole? 
PARENT: "Oh, just that I found it, you know, very good for 
myself for trying to teach him to read and think 
for himself. I think that's his biggest problem. 
(thinking for himself). The programme that you had 
set out was good." 




POST-EXPERIMENTAL INTERVIEW WITH PARTICIPATING CHILD(CHRIS) 
The interview was audio-taped with the child immediately 
following the POST-EXPERIMENTAL INTERVIEW with the 'PARENT, 
but in the absence of the latter(to encourage candour in 
the child). As a preliminary measure, audio-tapes of CHRIS'S 
READING(School Journal Stories/Articles), which were record-
-ed near the start, as well as near the end of the study, 
were played to him. 
Ql. You have heard the difference between your READING 
when we first started working together, compared with 
more recently. What DIFFERENCES do you notice? 
CHRIS: "Yes. When I first started reading, I read slowly 
and then, now I can read fast." 
Qla. Have you noticed any other DIFFERENCES? 
CHRIS: "No." 
Q2. What do you think READING is all about? 
CHRIS : " Reading ' s a 11 about ( in au d i b 1 e ) • 
Q3. What do you do, when you come to WORDS you 
CHRIS: "Have a go at it. See if you can work it 
Q3a. Hhat else would you do; how would you work 




Q4. How do you feel about your ability as a ~EADER now? 
CHRIS: "It's good, because I can go to bed and just read a 
book." 
Q4a. Could you not do that before? 
CHRIS: "No." 
Q4b. Why do you think you can do that now? 
CHRIS : " Because I can read a 1 o t bet t e r now . " 
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QS. What would you say about the HOME PROGRAMME to a friend 
who was having problems with READING, WRITTEN LANGUAGE 
and SPELLING? 
CHRIS: (Can't think of anything). 
Q6. Have you noticed any differences in your SPELLING or 
WRITTEN LANGUAGE? 
CHRIS: "Yes." 
Q6a. What differences have you noticed? 
CHRIS: ''I can write more than I used to be able to." 
Q6b. Hhat about your spelling? 
CHRIS: "Hhen I first started, I couldn't spell very well 
and now I can." 
Q6c. \\That about the actual things you write about; has that 
changed at all? You have told me that you write more; 
what about what is actually in the stories? 
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CHRIS: ''I write different things from what I used to write." 
Q6d. \\That sort of different things do you write about? 
CHRIS: "I write about what's happening in the weekend and 
things like that." 
Q7. Do you feel any different towards SCHOOLWORK now? Is 
it any easier now? 
CHRIS: "Yes." 
Q7a. Do you feel any different about SCHOOL? 
CHRIS: "Yes." 
Q7b. How do you feel different? 
CHRIS: "Hhen the Teacher asks me to_ get a book out at the 
Library, I always take out a book that'll take me 





Did you use to take out really short books before? 
"Yes." 
Are there any other ways in which you feel different 
about SCHOOL now? 
"No." 
Q8. Did you mind the HOHE PROGRANNE being at HONE, or would 
you have preferred it to have been at SCHOOL(or both)? 





You would not have liked the programme to have been 
at SCHOOL? 
"No, it's a lot quieter at Home." 
Was there any other reason as to why you preferred it 
at HOME? 
"No. 11 
Q9. Did you like having your work TYPED? 
CHRIS: "Yes." 
Q9a. Why was that? 
CHRIS: "Because I could put it in my big scrapbook, so no-
-one could throw it out." 
QlO. Did you mind being watched, while you were working in 
the CLASSROOM? 
CHRIS: "No." 
QlOa. Did being watched have any effect on you? 
CHRIS: "No." 
QlOb. Did you just forget about us? 
CHRIS: "Yes." 
Qll. Is there anything else you would like to say about 





BLANK FORM OF APPENDICES N • p AND R-
' 
POST-EXPERIMENTAL INTERVIEW WITH PARENTS OF EXPERIMENTAL 
PARTICIPANT 
A. PARENTS' PERCEPTION OF CHILD'S RESPONSE TO THE HOME 
PROGRAMME 
Ql. What CHANGES, if any, have you noticed in your child's 
LITERACY SKILLS? (These include READING, WRITTEN LANGUAGE, 
SPELLING and ORAL or spoken LANGUAGE). Also, have you 
noticed any CHANGES in his attitude to any of these skills? 
Let's start with: 
( i) READING 
(ii) WRITTEN LANGUAGE 
(iii) SPELLING 
(iv) ORAL LANGUAGE 
(v) OVERALL ATTITUDE 
Q2. Have you noticed any differences in how he responds to 
SCHOOLWORK, HOMEWORK or SCHOOL in general, since his 
participation in the Home Programme? 
Q3. Are there any OTHER CHANGES apparent in his behaviour or 
attitude? (e.g. social skills, confidence, helpfulness, 
family relationships). 
Q4. How KEEN was your child to participate in the HOME PROGRAMME 
at the start? 
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Q5. Did his ATTITUDE towards the HOME PROGRAMME change as time 
went on? 
Q6. Have you ANY OTHER COMMENTS to make concerning your child's 
response or reaction to the HOME PROGRAMME? 
B. PARENT'S OWN REACTION TO THE HOME PROGRAMME AND THE STUDY IN 
GENERAL 
PREAMBLE: I am interested in your reaction to the HOME PROGRAMME. 
Please feel free to suggest any MODIFICATIONS which you feel may 
be useful for when the programme is used in the future. 
Ql. Did the Home Programme turn out to be what you EXPECTED? 
Q2. How DEMANDING and time-consuming did you find it, especially 
the last phase when you took over the conducting of ALL 
three weekly home sessions? 
Q3. In retrospect, what is your reaction to a programme such as 
this being wholly HOME-BASED? (Would you have preferred to 
a wholly SCHOOL-BASED programme, 'or even a COMBINATION of 
both?) 
Q4. Did you favour the PARTNERSHIP approach that was used, or 
would you have preferred for me-to have conducted all (66) 
sessions? Alternatively, would you have liked to conducted 
ALL sessions? 
Q5. What ADVANTAGES or DISADVANTAGES do you see in a PARTNERSHIP 
such as was used in this study? 
Q6. What was your REACTION to being OBSERVED while you were 
conducting a session? Did your reaction change as the study 
progressed? 
Q7. Did you receive enough FEEDBACK concerning how effectively 
you were conducting the sessions, as well as sufficient 
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encouragement to be able to feel good about your efforts? 
QS. How did you find the PAUSE, PROMPT and PRAISE method in 
terms of IMPLEMENTING-it, as -well as its EFFECTIVENESS? 
Q9. Did you feel that you received enough INSTRUCTION (verbal 
and -written) in how to use P.P.P. and was the TRAINING VIDEO 
very informative? 
QlO. How comfortable were you conducting the WRITTEN (including 
SPELLING) of the HOME PROGRAMME? 
Qll. Did you feel that you received enough INSTRUCTION on how to 
conduct the WRITTEN part of the Home Programme? 
Ql2. How helpful did you find the various INSTRUCTION SHEETS 
(e.g. 'Singulars and Plurals'), with respect to conducting 
the WRITTEN part (including SPELLING) of the Home Programme? 
Ql3. Did you get sufficient FEEDBACK concerning your child's 
PROGRESS? 
Ql4. How -worthwhile do you feel that the DIARY approach was in 
helping your child with his WRITTEN LANGUAGE? 
Ql5. Was the SENTENCE BOOK,, with its Reading-Spelling-Written 
approach, an appropriate way of helping your child? In 
addition, did the Guide Sentences seem _to highlight your 
child's particular needs? 
Ql6. How useful did you find the various LEARNING AIDS? (e.g. 
transparent correction sheet, sentence cards, word -wheel). 
Ql7. Did the REWARDS that your child earned have a positive 
effect on him, in encouraging him to try harder at achieving 
learning objectives? 
Ql8. Did the BOOK REWARDS have any effect on him, as regards his 
READING behaviour? 
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Ql9. Was the PERSONAL CONTRACT of any use in directing his 
energies towards attaining learning goals? 
Q20. What did you think of SCHOOL JOURNAL stories_or articles 
forming the basis of the Pause, Prompt and Praise Reading 
programme? 
Q21. Generally, how APPROPRIATE were the STORIES and articles 
that were chosen ·for your child, as regards the level of 
difficulty, as well as his interest in them? 
Q22. What was your reaction to the way that the HOME PROGRAMME 
was STRUCTURED? (e.g. duration of the Home Programme, 
number of sessions weekly, etc) . Once again, can you 
mention any changes, which you feel would be beneficial, for 
when the programme is used in the future? 
Q23. How would you describe the rapport or understanding between 
YOURSELF and the EXPERIMENTER, as pertaining to the common 
purpose (also called 'common sense') of improving your 
child's literacy skills? Did this change in any way during 
the course of the study? 




or understanding between the experimenter and your 
Once again, did, this change during the course of the 
Q25. Could you comment on the same aspect as it relates to the 
rapport or understanding between yourself and your child? 
Again, did this change during the course of the study? 
Q26. If you had a friend whose child had difficulties with his 
literacy skills, would you recommend the HOME PROGRAMME, as 
a way of assisting the child? (If favourable, ask): What 




BLANK FORM OF APPENDICES 0. Q AND S. 
POST-EXPERIMENTAL INTERVIEW WITH PARTICIPATING CHILD 
The interview was audio-taped with the child immediately 
following the POST-EXPERIMENTAL INTERVIEW WITH THE PARENT, but in 
the absence of the latter (to encourage candour in the child). 
As a preliminary measure, audio-tapes of RICHARD's READING 
(School Journal Stories/Articles), which were recorded near the 
start, as well as near the end of the study, were played to him. 
Ql. You have heard the difference between your READING when we 
first started working together, compared with more recently. 
What DIFFERENCES do you notice? 
Q2. What do you think READING is all about? 
Q3. What do you do, when you come to WORDS you don't know? 
Q4. How do you feel about your ability as a READER now? 
Q5. What would you say about the HOME PROGRAMME to a friend, who 
was having problems with READING, WRITTEN LANGAUGE and 
SPELLING? 
Q6. Have you noticed any differences in your SPELLING or WRITTEN 
LANGUAGE? 
Q7. Do you feel any different towards SCHOOLWORK now? Is it any 
easier now? 
Q8. Did you mind the HOME PROGRAMME being at HOME, or would you 
have preferred it to have been at SCHOOL (or both)? 
Q9. Did you like having your work TYPED? 
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QlO. Did you mind being watched, while you were working in the 
CLASSROOM? 




SAMPLES OF RYAN'S HOME DIARY. TAKEN FROM EACH SECTION OF REMEDIAL 
INTERVENTION I (I.E. EXPERIMENTAL STAGE II) 
Remedial Intervention 1 
Section 1 CRRR) 
i.e. The researcher (R) conducted all three of the weekly 
sessions of Remedial Intervention. 
RYAN'S DIARY WEEK 11 
I was making a large wooden Ship and it had one roan on it. It 
is a very good ship and it goes very well and it had a very good 
motor with a propeller on it. 
GOOD. Ryan, it is interesting to hear a bit about the ship 




Remedial Intervention 1 
Section 2 CRRP) 
i.e. A parent (P) conducted just one of the three weekly sessions 
of Remedial Intervention. 
RYAN'S DIARY WEEK 16 
Mags. Mags are on some cars mags are very very good some mags 
make your car look good. One day I saw cricket. It was a very 
very good game I like playing cricket. cricket is so so so good 
I love it. Do you like cricket? I do? It is a dangerous game. 
Lots of people get hurt. Do you no how to play rugby? You get 
the ball and run to the end of the Field and then you put the 
ball down on the field. And then you go to the other end of the 
field and do it again. You get 4 points for one try. And who 
gets the most trys wins. 
you are playing rugby. 
You do not wear your good clothes when 
If you wear your good clothes 
will get ripped and dirty. 
when you 
are playing rugby they 
Cricket. 
27 March 1988 
If you go out for one run you will not like it, most people do 
not like it. Some people do not like a lot of things about 
cricket. 
26 March 1988 
A Kenworth is my favourite truck. Most of the Kenworth are very. 
very nice. Some of the Kenworth have a bed on top of them. I 
like that. Do you like Kenworth? 
EXCELLENT. Yes, Ryan I also love cricket and have played a 
few games this year. I agree that rugby is a bit 
dangerous. I think I like soccer more. Sorry, 
but I don't know what a Kenworth truck looks 
like, so perhaps you can tell me about them. 
Congratulations on your best and most interesting 
writing so far this year. 
Remedial Intervention l 
Section 3 (RPP) 
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i.e. A parent (P) conducted two of.the three weekly sessions of 
Remedial Intervention. 
RYAN'S DIARY 
12 April 1988 
Some computer games can be black, blue, brown, 
orange, pink, white, and with yellow, and some can 
WEEK 19 
gold, green, 
be bright and 
dark. You can get computer game from the city and you can get 
them in the towns and you can get big ones and little ones and 
iny and and fat ones. lots of compuuter are very very 
nice. I like them. And some computer games are wide. 
good and 
And some 
games can be strong. Some computer games can be the same. Some 
computer games can be quick and some can be slow. and you can 
set a computer game it is good. I like it. That computer game 
is Alinas. 
13 April 1988 
And I have my own computer it is read and I like it do you? It 
is octopus and you have 3 men and you get one of the men and you 
have to get passed the octopus and get the gold and get passed 
the octopus and you get some points and you get computer gams in 
some airports. Some games are far away and some are not. Dad 
got 24 on his second game of octopus. And you can put a computer 
games bed, chair, table. And you can put bread of them and egg 
of them and cake. You can get computer games in a bag or box. 
You can get a computer game wet. You can take a computer game to 
the moon and in to the sky and around the world. If you put a 
computer games in the sum they will not go as good. Do not let 
a' cat go to your computer game he will scratch it. 
18.4.88 I have got another computer game and it is called witch 
and witch goes and gets all of the goblins it is fun I like do 
you? and it has got a start button on it and it has got a game l 
and game 2 on it. Game 1 is the slow one and the fast one is 
game 2 Game 2 is so so so fast and game 2 is so so so slow. 
They have Alarm on them. Octopus has a Left button and Right 
button on them. And they have a time on them. lots of game have 
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a time on and lots of game have wide screen. 
EXCELLENT. Before I read this, I did not know much about 
computer games, but now, after reading your 
excellent and interesting story I know a lot 
more. I'm afraid I have not seen your red 
computer so I will be interested to see it and 
listen, as you tell me about it. Ryan, this 
terrific effort is exciting, because I can see 
that you are a champion writer when you really 
try. 
Remedial Intervention 1 
Section 4 CPPP) 
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i.e. A parent (P) conducted all three weekly sessions of Remedial 
Intervention. 
RYAN'S DIARY WEEK 24 
On saturday the 4th of June we went to Invercargill by car, it 
was very late when we got there and we went straight to bed. 
Sunday the 5th we went caving about 50 Miles out of Invercargill 
at Clifton limestone caves About seventeen of us went down in 
the caves and we saw some glowworms It was scary when we went 
around the water hole is the midde of the cave. we went around 
another scary water hole and it was very slippery and muddy and 
then we come out of the other end of the dave and then we walked 
buck the the cars. 
Nichol and I ran to the top of a big Hill and saw a massive view 
of paddocks which looked like lino. Because of the differant 
colours. We went to a barbeque after we had been caving. then 
we went to our friends farm where his dogs danced with me. I was 
sick in the week and I did not go to school in the week at all. 
In the week I was sick. I did not do anything in the week. In 
the caves it was wet and I did not like it my friends did not 
like it at the caves to because it was dark and one of my friends 
did not not have a torches. We went to a smelter in Invercargill 
and It was lots of fun do ~ou like smelters? I do and we went 
with lots of people and did lots of thing In Invercargill to day 
I went to mums and we went to Telethon and we had a lot of fun. 
and mum and my friend went and he liked it to and they had lots 
of hats and things and then we went to mums and had a good time. 
and I played with the nice cats and they like it and I go to mums 
most sundays do you like cats? I do but I like dogs more do you? 
dogs are good at doing lots of things our dog is very good for 
doing lots of thing like lot of other dog when I was with mum me 
and my friend played and played a game and the cats played with 
us to I like going to my mums it is good fun I will be going to 
christchurch in our big nice brown fairmont and it will be good 
I wlll be going to go and play cricket and I will have a good 
time playing cricket today I am going to play with Tony and we 
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will play with our ships and they have got big big big big 
I was playing cricket and having a lot of fun I like playing 
cricket do you like playing cricket? I do. I got 21 run. it 
was fun do you think I can play cricket good I will be going to 
play cricket a lot more it will be a lot more fun when I get my 
new cricket I will have more fun and that will be good. Spiders 
are cool and nice I like the big spiders more than the little 
spiders do you? do you like spiders? some spiders are not vere 
good I took a big big massive big spidre to my mums but I losts 
it that was a lost for me. I went to work with Dad and we had a 
good good time and I had a Lot of food and I had lots of cakes 
and lots more Food do you nice cakes? I like cakes. 
EXCELLENT. Yes I really love cricket, but wish I could play 
it better. It sounds as if you are already a 
very good cricket player, although with the 
terrific new bat your Dad gave you for reaching a 
CENTURY of spelling words, you'll be an even 
better player. I like cakes more than I like 
spiders, but large spiders are interesting to 
look at. Anyway, Ryan CONGRATULATIONS on winning 




SAMPLES OF RICHARD'S HOME DIARY TAKEN FROM EACH SECTION OF 
REMEDIAL INTERVENTION I (I.E. EXPERIMENTAL STAGE II) 
Remedial Intervention 1 
Section 1 CRRR) 
i.e. The researcher (R) conducted all three of the weekly 
sessions of Remedial Intervention. 
RICHARD'S DIARY 
Monday 2 November 1987 
WEEK 4 
last week the cubs went on the cub trek. There was a price for 
the one who had the most sponsers. I was the one who had the 
most sponsers. On the trek we got two drinks of choclat milk and 
one ice-block. 
Tuesday 3 November 1987 
The last day of soccer I nearly scored three goals. It was pitty 
I mist them one hit the pole one just mist the pole one went too 
high. Mr Rees said I was the best player that day. 
Wednesday 4 
In May the 
November 1987 
5th it was my birthday. I got a torch and a 
microscope. I got two pairs of longs and two pairs of socks. 
EXCELLENT. This is a terrific start to your diary, Richard. 
I like the way you've told me about so many 
things. 
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Remedial Intervention 1 
Section 2 CRRP) 
i.e. A parent (P) conducted just one of the three weekly sessions 
of Remedial Intervention. 
RICHARD'S DIARY WEEK 12 
In the holidays when we went to Aunty densies place, me and 
Nicholas went to the BMX bike track. We watched most of them and 
then we had to go and watch the freestyle. Suddenly Mike came 
and he had lots of tricks and one was the roly poly. After that 
we had to head home to have tea. Mike head's bike was especially 
made for him. On the way home Nicholas went to the shop and 
bought some lolies and we gobaled them up. 
The Picnic 
In the weekend my Family and I went to Brighton to have picnic. 
When we got there we went for a row in a large boat. In the boat 
we were allowed to jump out of the boat and have swim and then go 
up to the car. When we got back I had a game of cricket with Dad 
and Shannon. Suddenly I was playing cricket with the men. I 
don't know there names any way I left the game and played with 
Daniel. We were throwing a ball to each other and then we played 
jackpot and that is easy to play then we threw the ball to each 
other again. then I had tea, after that we were throwing the 
ball to each other again. Then he went home and I had no one to 
play with. I finally found someone to play with that was a lady 
who was a good thrower. then I was throwing .the ball with Dad 
and then we were throwing the ball at the seagales. After that 
I had to do my Diary and my we headed home. 
sentences. 
EXCELLENT. 
When we got home 
What a very busy and full day you had at the 
picnic. I'll bet you ended up feeling a bit 
tired after such an exciting day. You've written 
so well about the day that I can feel the action 
that you describe. 
effort, Richard. 
This is yet another fine 
Remedial Intervention 1 
Section 3 CRPP) 
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i.e. A parent (P) conducted two of the three weekly sessions of 
Remedial Intervention. 
RICHARD'S DIARY 
4 April 1988 
WEEK 18 
When we left for Invercargill it was 8.30 and we got there at 
about 11 past 11. On Friday we stayed at home and played inside 
and the reason was because it was raining. Yet on Saturday we 
got three vidos out but I can't remember what they were called. 
The same thing happened on Sunday, but we only got two videos out 
and the same happened on Monday, I mean, the same amount of 
videos. On Monday's ones I know what they were called, one was 
Girls just want to have fun, sorry, I don't know what the other 
one was called. Later on Sunday we went to Queenspark the same 
has been happening for the last three days. Yesterday we left 
for home. On Monday I'd seen an park over the road from Uncle 
Jon's place, so when I'd seen it I went to ask Mum if we could go 
and play over there. As soon as we got there we had a go on the 
Merry go round and boy, it was faster than I thought. It was 
quite a small thing but Shannon Toni and I didn't mind. At first 
the slide was not slippery but the second time it was really 
slippery. The see saw was no good because one handle was not 
there still Toni and Shannon went on it. After a while we all 
saw Dad and went to see him and told him about the park and then 
Dad went running over to the park and pushed Toni and Shannon 
very fast around on it. The reason why I didn't go on it is 
because I don't like going fast on Merry go round's so now do you 
understand why I was not on it. Then we headed home and tidied 
up and then we went out to Riverton and went down to the beach. 
Down on the beach we found some green stone. I will show you it 
if you want me to prove it. My green stone dosn't look like 
green in the light but when it is wet it looks like a stone that 
is dark green. This story is over a page and a half but still I 
think I have done well. Just after we passed Mosgiel Dad made up 
a Contest that the quietest one would get a packet of bubble gum. 
Suddenly Dad said it looks like all of the kid will have to have 
' 
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a packet of Bubble gum because we were all quiet on the way home 
so we all got one each. When I got home I sat down and did some 
of this story. Now I have to go to soccer practise. I don't 
know what I will do when I get home sorry about this I will do 
some more when I get home. The bubble gum was Arrowmint and I am 
going to get more because I like Arrowmint Bubble gum. I also 
like Juicyfruit and now I am at the end of my story. 
EXCELLENT. 
IMPROVED. You have certainly been leading a busy life, Richard. 
Your description of everything is first rate. It is a 
terrific effort. I would love to see your greenstone, 
because I have spent hours searching for it, but 
without success. 
Remedial Intervention 1 
Section 4 (PPP) 
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i.e. A parent (P) conducted all three weekly sessions of Remedial 
Intervention. 
RICHARD'S DIARY WEEK 20 
last night Aunty Denise came down and Nicholas and I had a game 
of soccer then we came home Nicholas wanted to use my axe but I 
wanted to use his car. His car is about two feet long and one 
foot wide and takes six batterys. The car goes one hundred ks an 
hour that what he told me but I don't be lei ve what he said. 
While Nicholas was chopping the wood he heard a dog howl. Toni 
came round the corner of the house and told us that an abulance 
went up the hill and we all rushed up to see what had happened 
and a dog was liying on the road and it was dead. Charly loved 
th~ dog and we called it ginerale They buried the dog in there 
own back garden. The dog got hit by a motor bike. The boy who 
was on the motor bike spli te his head open and had to go to 
hospotil and was badly hurt. 
When we went to soccer practise we had to take Kerrie because his 
Mum didn't have the car and there Dad did. We ere kicing the 
ball to each other at soccer practise and then we did some 
headers. After that we had a game for ten minutes. no one got 
a goal because Dad and aaron were in goals. I almost scord three 
goal but aaron was there SQ none of them went in and boy I was 
mad. 
On Saturday we went to watch Shannon play rugby. When rugby 
finished Toni Dad and I went to watch my game of soccer and it 
was a draw three three. Michale who is in my team he got kneed 
in the head and Jamy didn't want him to go of so he didn't. Jamy 
got cicked in the shins and got a big lump. Then we wnet home so 
that Dad could get ready for his game of soccer and it was nine 
nothing. In the game Davd and another man hit shins and Davd was 
badly injurd in fact Davd had a brocin leg. Us kids went up to 
Auntie Pam's to sleep the night and on Sunday we stayed there to 
about 9.30. We watched Annie and boy it was a good procram. Me 
and Shannon played with the lego and we made some some ramers and 
boy were they tough. 
EXCELLENT. 
267 
I really enjoyed typing this week's Diary, 
Richard. I think this is my favourite one 
because it is packed with so many very 
interesting stories, which are made so 
fascinating by your impressive descriptions. In 
fact you are becoming very good at using 
describing words so that I can almost see a 
picture as I read your work. I'm also impressed 
at how you are using paragraphs. 
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APPENDIX X. 
SAMPLES OF CHRIS' HOME DIARY. TAKEN FROM EACH SECTION OF REMEDIAL 
INTERVENTION I (I.E. EXPERIMENTAL STAGE II) 
Remedial Intervention 1 
Section 1 (RRR) 
i.e. The researcher (R) conducted all three of the weekly 
sessions of Remedial Intervention. 
CHRIS' DIARY WEEK 10 
11 February 1988 
Lost night I went to Moana Pool to swim for Port Chalmers Green 
in the Festival swimming Relay Carnival. It was really good fun. 
13 February 1988 
We had our Swimming Club Camps on Saturday. I came 2nd in my 
freestyle, 2nd in my Back Stroke, 2nd in my Breast Stroke and 1st 
ih my Butterfly. We are going to Balclutha on Sunday then to the 
raft race. 
GOOD. It's really interesting to hear all about your 
swimming. I'll be really keen to hear about your trip 
to Balclutha. Thanks Chris. 
Remedial Intervention 1 
Section 2 CRRP) 
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i.e. A parent (P) conducted just one of the three weekly sessions 
of Remedial Intervention. 
CHRIS' DIARY WEEK 17 
On Friday I went to Lake Middleton for the Easter holiday I went 
up there with Mum, Dad, Adrienne and Mindy our dog. We arrived 
at the lake at ten thirty. After we helped Dad put up the Awning 
we had lunch. As soon as we had finnished our Lunch. Adrienne 
and T went up in the trees and made a swing. Later in the 
afternoon Dad made us a flying fox but it would'nt work. We kept 
hitting the ground with our feet. Adrienne and I work early on 
Saturday morning and we went to look for rabbits but we only 
found one hole and it had a ferry in it. Dad took us fishing 
over Lake Ohau on Saturday afternoon. As soon as it got cold we 
lit the Ba-B-Q and we made toastie pies for tea on Saturday we 
went fishing again but we did'nt catch anything. On Monday we 
went for a drive up to the Temple turn off we didn't go very far 
because it was to dusty. On Tuesday after breakfast we helped 
Mum and Dad take the awning down and pack everything and we left 
the Lake at ten oclock we stopped dowrr the road at Omarama for 
something to eat and then we came home we arrived home at three 
oclock. We all had a most enjoyable and relaxing weeking. 
It sounds as if you had an adventurous and exciting 
holiday, Chris. You've written so well about it that 
I enjoyed reading the diary. This is a great effort. 
Remedial Intervention l 
Section 3 CRPP) 
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i.e. A parent (P) conducted two of the three weekly sessions of 
Remedial Intervention. 
CHRIS' DIARY 
1 June 1988 
WEEK 24 
bn Monday I got up in the morning and got my breakfast and got 
dressed then I brushed my teeth and combed my hair. After that 
I· get my Lunch out it in my Lunch box, then I went to school. At 
school when I get there I played with my friends, but today I 
could not run because I had hurt my foot, that is why I could not 
run around the track today. But when I sat on my chair in the 
class roan the bach legs fell off and it hurt by Leg even more. 
2 June 1988 
On Tuesday Dad got a jet sprint boat that he could race and take 
up to the Lake so we could go fishing but most of the time we 
will be water skeing and that is fun Last Year Dad got a really 
big tyre so we could play on it in the water and on Land but when 
we wher playing on the Land it got a hole in it so we put it in 
the bin. After that we had tea then went into our friends 
caroven for a drink and a game of cards. Then we went to bed in 
the morning I found some rope so I made a swing going a cross a 
stream and I got my feet all wet with water so I had to put on a 
dry pair of shoes so I took a picture-of Dad and Mum. After that 
I had a game of ball with Dad and Dad threw a pinecone at me and 
I was going to catch it but I did not catch it if I was going to 
catch it I would have sore hands then we had tea then I went to 
bed and read a book to myself then I went to sleep. In the 
morning Dad made a flyingfox but it did not work very will. 
After that I had another game of ball with Dad so I threw a 
pinecone at him. 
2 June 1988 
On Wdnesday after rugby all the cubs went to super strike and I 
got 3 strikes it was good good fun then we came home because it 
was Late a night on Wdnesday 
271 
2 June 1988 
On Thursday after school I went to rugbry then I came home with 
Andrew because he play rugby to 
2 June 1988 
In July it is my bithday I do not know what I am going to get for 
it. 
EXCELLENT. This is a SUPERB effort and I'm really thrilled 
to read it. It is also easily the most you have 
written in your diary for a week. It is very 
interesting to read about all the activities you 
took part in. Congratulations, Chris. 
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Remedial Intervention 1 
Section 4 (PPP) 
i.e. A parent (P) conducted all three weekly sessions of Remedial 
Intervention. 
CHRIS 1 DIARY 
ll August 
WEEK 33 
OrF'Wednesday after school I went to rugby after rugby I had a 
Shower then had tea and went to cubs. We had to go out side then 
we had to come home and I went to bed. On Thursday I went to 
school and I fell off the wet sliply bars and hurt my back. On 
the way home I got very very wet but I put my hood up. 
14 August 
On Saturday I did not go to rugby because it was too cold. Mum, 
bad and I went to town to get a truck Load of wood for the fire. 
When we got home Dad took all the wood off the truck and put it 
in the garage. Nathan came round to my house at Lunch time and 
then we went to his house and I stayed the night there. We had 
good fun playing on the farm. 
Thanks for telling me about all the things you have 
been doing, Chris. I can understand why you didn't go 
to rugby, because .. it certainly has been cold lately. 
I hope your back is better now. I'm impressed with how 
carefully you have checked your work. You have written 




Photograph of selected items of 'intervention kit' (Refer page 61). The pictured 
items include, from top left of photograph, Appendix J, Sentence Boxes, 
Appendix G, an information sheet and booklet on Pause, Prompt and Praise, a 
star stamper, Sentence book with sentence cards and Personal Diary. 
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AppendixZ 
STANDARDIZED TELEPHONE APPROACH TO PARENTS 
Hello. My name is Roland McKellar. I am conducting a university study designed to help 
children who need extra help with reading or writing and associated skills. I am 
concentrating on certain children at Sawyer's Bay School. The study has the support of 
Mrs McKay, the Principal and the staff of the school. Your son (name) has been identified 
as someone who could benefit from this study and the home-based tuition it provides. 
Could I please arrange a time which suits you, to further discuss the study and your son's 
possible participation in it. 
